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ABSTRACT
“I’M SORRY FOR THE MISTAKES I’M ABOUT TO MAKE”: INTERACTION, SOCIAL
STATUS AND EMOTION IN THE INDONESIAN EFL CLASSROOM
Francesca Pase, M.S.Ed.
Department of Leadership, Educational Psychology, and Foundations
Hidetada Shimizu, Thesis Director
This paper explores the relationship between language, culture, and emotion in the
Indonesian English as a foreign language (EFL) classroom. It does this by focusing on the
Indonesian concept of malu, an emotional response often translated as “shame.” Malu is a
complex emotional construct that determines appropriate behavior and is activated situationally,
often as a way of indicating respect. By investigating how students and teachers navigate the
application of the communicative approach of language acquisition in the presence of malu, we
are able to gain insights into the world of the Indonesian English learner. This study was
conducted in the context of the highly stratified, deeply traditional setting of central Java in
Indonesia, using multivocal videographic ethnography, a form of ethnography that uses a video
of an experience as an interview prompt for multiple focus groups. The design of this study
started with a short film of an Indonesian EFL classroom that was used to prompt discussion
about the cultural meanings that initiate emotional responses in the Indonesian EFL classroom.
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Chapter 1
Researcher’s Perspective

INTRODUCTION	
  

Context. Indonesia is a tropical archipelago containing more than 17,000 islands, nearly
8,000 of which are inhabited. The people of Indonesia are culturally and linguistically diverse,
originally unified by Dutch colonial rule. After they gained independence in the 1940s, the
islands integrated under a national government whose main objectives were to move Indonesia
into the 20th century with a strong national identity, a strong religious identity, and communism.
In the 1960s the national objectives changed, focusing instead on a belief in God, a unified
nation, a just nation, guided democracy, and social justice (Maulana, Opdenakker, den Brok &
Bosker, 2012). There have been many political changes in Indonesia since the 1960s; the most
notable is the birth of the reformation era in 1998. The contemporary Indonesian government
still adheres to many of the ideas underlying the policies of the earlier years, though these ideas
are tempered by more emphasis on social and political change.
Experience. My experiences in Indonesia were brief but intense. I lived and worked in
Indonesia for two years as a teacher and a student. I considered myself a teacher because that’s
what I was asked to do: teach. I considered myself a student because many of my students were
teachers themselves, and they taught me to navigate their culture as I tried to prepare them to
navigate mine.
I taught students and practicing teachers, villagers, and university lecturers. I taught
formally and informally: English, cross-cultural understanding, knitting, and cooking. My
classrooms were sometimes equipped with state of the art technology that would make
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administrators at the wealthiest U.S. schools blush with pride. Most of my time was spent in hot,
open-air classrooms with peeling paint, leaky roofs, and cool, clean tile floors. Occasionally my
classes met in rice fields with a palm frond roof over our heads and propane lights illuminating
our papers as we worked.
Malu and cultural competence. Every interaction I had during my time in Indonesia
was informed by malu, no matter what the context. It is as important to have malu at the market
as it is to have malu when talking to your supervisor. Malu is a feeling that can be described as
“shame” but the concept that malu describes is more nuanced. It is an emotion that stems from
the desire in individuals to avoid conflict, to create appropriate social distance between
interlocutors, and to create a comfortable environment that fosters stress-free interaction. This is
so deeply ingrained in Indonesian culture that if one does not have malu one is thought of as
being like an infant or a foreigner.
Malu as power. In September of 2011 I was asked to attend a formal soft opening of new
facilities at one of the English schools where I was teaching. This was a very wealthy school
equipped with top of the line technology. The owner of the school is a financially successful
community member and wanted to show off the opulence of the new facilities.
For the formal presentation I was seated in the front of the ballroom with three of my coteachers and the owner of the school’s well coiffed wife. There were kiosks situated around the
room showing the school’s dedication to English language training and the English language
proficiency of the teachers and staff. The power point projected onto the screen at the back of the
stage boasted the educational attainment of the teachers and the staff, and showed a rotating
slideshow of the office staff and the school’s owner. Some of the photographs showcased the
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facilities, but others highlighted the staff’s love of the English language by showing them posed
in various parts of the school reading novels of various genres, ranging from classic to postmodern literary fiction. The goal of this was to show the staff’s English language ability isn’t
limited to conversational speech; they are avid readers of books printed in English. No one
would publically question where these books were acquired, although many of the foreign
teachers recognized the titles from their private collections.
The owner of the school took the stage and began the traditional greetings in Indonesian.
He welcomed the mothers and fathers of our students, as well his friends and family. After he
greeted everyone, he transitioned into very clear and fluent English and said, “I am sorry for the
mistakes I am about to make. My English is not very good.” This is malu.
It is standard procedure in Indonesia to open all formal events with an apology for any
mistakes or offenses that may be made in the future. From a Western lens, presupposing that you
will make mistakes, especially in a formal presentation, shows uncertainty, low self-esteem, or
low self-efficacy. One could even say that the school’s owner is ashamed of his low level of
English language ability. But this is not the case in the Indonesian context. The owner of that
school is a powerful man who has made his fortune through a combination of selling English
language education and making high finance business arrangements with foreigners in English.
He is a culturally competent individual who knows the appropriate script for formal address. It is
imperative he presents himself as a flawed individual lest he be considered arrogant and cause
feelings of ill will among his audience.
Vulnerability and learning. Admitting in advance that you will make mistakes implies
that you are aware of your vulnerability as a human being and in the classroom context, as a
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learner. In a social context, it shows the people with whom you are interacting that you, no
matter what your expertise or social status, are fallible. It informs the audience that you do not
intend to offend them or make them feel lesser than you, which gives them the opportunity to
forgive you or guide you, as appropriate.
I believe malu to be a potential asset in the classroom. If a student enters a classroom
inherently aware of gaps in his or her knowledge and skills that student may be receptive to
learning new material. This is why I believe it is important that instruction is not approached as a
way to eradicate malu in Indonesian classrooms.
If we are better able to distinguish malu as a culturally appropriate response to social
behaviors from malu as a stress related emotional affect, we are more informed to make
culturally appropriate decisions within the Indonesian EFL classroom. I seek to understand what
teachers and students mean if and when they indicate the presence of malu in the English as a
foreign language (EFL) classroom and I want to know if and how its presence affects EFL
lessons. I believe that if we understand malu’s effect on EFL classroom interactions we can
simultaneously improve English language development in Indonesian students without
sacrificing Indonesian cultural norms.
In the context of my position as a United States American who has an interest in serving
my country’s culturally and linguistically diverse population I believe it is imperative we
understand cultural nuances that could potentially affect teaching and learning. The more we
understand about the relationship between culture and education, the better we will be able to
serve culturally and linguistically diverse student populations.
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Malu
Emotions in the classroom have been linked to academic performance (Pekrun, Elliot &
Maier, 2009). Meaningful interaction in the classroom is an important component of language
acquisition (Krashen, 2002; Beretta, 1987). A key emotional construct in the Indonesian culture,
malu influences Indonesians’ interactions and has not yet been examined in the context of its
relationship to Indonesian teacher and student interaction in the EFL classroom. This
phenomenon has the potential to affect academic achievement for Indonesian students who are
studying EFL.
Malu is a relatively new word in the Indonesian vernacular; before Bahasa Indonesia was
instituted as the national language in 1946, the word malu was used almost exclusively by those
who spoke Malay. On Java the word isin described the emotional construct malu, the Balinese
used lek, and the Bugis used siri (Boellstorff, 2004). Malu is most often translated as shame
(Breugelmans & Poortinga, 2006; Fessler, 2004), but it can also be used to describe shyness,
humility, or embarrassment. Keeler (1983) refers to it as an “awareness of vulnerability in
interaction” (p. 158), and Clifford Geertz refers to it as stage fright (1974).
Keeler’s discussion of malu as an awareness of vulnerability in interaction is most
applicable in the context of a study involving the relationship between malu and teacher practice.
An awareness of vulnerability in interaction fosters an environment where the lines that define
the self and the social persona are blurred (Keeler, 1983). In the context of the classroom the
instructor’s social identity, that of a teacher, and sense of self are constantly being negotiated as a
response to interaction.
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In the Indonesian context, these blurred lines between the self and the social persona
promote an ability to find harmony in the face of conflict as long as social interactions have a
veneer of accord (Geertz, 1989). This harmony is revered as halus (refined), and shows a great
amount of personal power and self-discipline. The maintenance of personal power is traditionally
a priority for Indonesians, therefore a person in a position of power may favor ambiguity over
direct action or speech as a way to maintain this sense of harmony (Anderson, 1990). In the
context of a western classroom ambiguity is not valued. The western model of teaching is based
largely on the Socratic method of questioning where pointed questions are used by the instructor
to direct students to give a precise answer (Li, 2012).
This study is designed to examine how malu relates to teacher practice and to student
learning. Learning begins with student interaction, interaction with the instructor, interaction
with the material, interaction with other students, or any combination thereof. Malu is an
emotion that helps to determine appropriate behavior in meaningful interaction. For this reason,
it is necessary to see if and how malu is manifested and interpreted in the Indonesian learning
environment.
Conceptual framework
Post colonialism. Long after colonial powers lose their oppressive stronghold on a group
of people, the legacy of the colonial discourse remains. Colonial influences maintain control of
multiple sectors of a post-colonial nation, but the foundation of the colonial monopoly is the
education system, specifically EFL policy, theory, and practice (Phillipson, 2008).
Many educational policy makers and institutions outside of the United States have made
the conscious decision to approach education from a humanist perspective, superimposing the
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political and philosophical foundations of western educational theory onto cultures with nonwestern cultural and historical backgrounds (Pennycook, 2001). When instruction founded on
western educational theory fails to produce the desired results, policy makers, students, parents,
and educators are fast to assign blame on whatever is convenient (Pisani, 2013). Unfortunately, it
is often inconvenient to point fingers at the large corporate educational publishing companies or
standardized testing services that are often selling western educational theory at an inflated price.
There are indigenous experts in educational policy who have an understanding of the
cultural, historical, and structural context of the country, however more clout is given to foreign
experts on educational theory and policy (Pennycook, 1998). In Dewey’s (1990) discussion
about political reform, he uses the metaphor of a shoe to describe public policy. He states, “The
man who wears the shoe knows best that it pinches and where it pinches, even if the expert
shoemaker is the best judge of how the trouble is to be remedied” (p. 364). In the context of postcolonial EFL policy it is as if the man is wearing a shoe designed by people who do not know on
what type of ground the man be walking, how far he will be walking, or the climate where the
shoes will be worn. The man wearing the shoes knows where the shoe pinches but instead of
going to an expert who understands the nature of his troubles, he returns to the shoe’s designers
to fix the problem. In the modern world, most people don’t go to shoemakers but instead buy
new shoes that have been designed for their purposes. It is time for Indonesia to design policies
and utilize theories that are relevant for their people.
The communicative approach. The dominant discourse in Indonesia regarding
appropriate teaching strategies for language acquisition focuses directly on the communicative
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approach to teaching. The communicative approach is an approach to language teaching and
learning that focuses on communicative competence instead of grammar.
This approach for teaching is ideal in many cultural and social contexts in that it is an
approach, not a set of prescribed strategies. There is a strong emphasis on meaningful
interactions between students as well as between students and teachers (Beretta, 1987) and
teachers and learners are encouraged to work collaboratively to provide materials that have
meaning for them.
Interactions are contextualized in the sphere of cultural knowledge. Eeerdmans,
Prevignano and Thibault (2003) state, “The negotiation of meaning necessarily presupposes
assessment and understanding for the culture and communicative habits of the interlocutors. The
assessment of the meaning in the ongoing interaction is also culturally conditioned” (p.4).
Without cultural context it is very difficult to glean meaning from interactions. As a response to
this, Indonesian EFL classes usually attempt to integrate “Cross Cultural Understanding” into the
curriculum.
In its ideal form the communicative approach to teaching and learning recognizes the
presence of the power relationship between student and teacher, as well as the overarching
political power relationships (Orem, 1987). The philosophy behind the communicative approach
allows for adaptations based on these power relationships.
The flexibility of this approach has much appeal for the EFL community. However,
although former methodologies received much deserved criticism, the commoditization of the
communicative approach has been relatively ignored. The sales and marketing of this
pedagogical approach can be labeled as a form of “pedagogical imperialism” (Veit, 2008, p.

9	
   	
  
	
  
168). International marketing of prepackaged strategies for this approach contradicts the core
philosophies of the communicative approach which are intended to provide educators with a
flexible framework that can be adapted to fit the needs of individual student populations.
Culturally responsive teaching. Culturally responsive teaching is a method of teaching
that engages students while preserving and utilizing the strengths of the students’ culture (Gay,
2010). In the context of this study it is used to examine the beliefs held by educators and students
about Indonesian culture and malu and how they relate those epistemologies to their experiences
in the EFL classroom.
Ethnopsychology. When the Portuguese traders and missionaries began their work
colonizing and indoctrinating the people of the Indonesian archipelago during the 14th century
they began by documenting and researching the people they saw as the primitive “other.” This
practice continued throughout colonial history Psychological studies on the “native mind,”
including research on malu, reinforcing the otherness of Indonesians based on superficial
behavior analysis and comparative psychoanalysis. This type of research was the foundation for
new forms of oppressive colonial policy (Gouda, 1995; Pols, 2007).
Anthropologists such as Hildred and Clifford Geertz paved the way for deeper and less
nefarious studies on psychological constructs in Indonesia by using an ethnographic approach to
examine Indonesian concepts of self and emotion (Geertz, 1959; Geertz, 1974). Their work,
along with the work of other prominent scholars (Rosaldo, 1993; LeVine, 2005; White, 1995)
contributed to the development of the field ethnopsychology, which studies “indigenous modes
of constituting persons, selves and experience” (White, 1995, p. 21). Ethnopsychology is
appropriate in the context of this study in that it provides a framework for identifying the way in
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which various social constructs are structured and actuated in the indigenous context, linking
cognition and behavior (White, 1995).
Purpose
Indonesia’s current infrastructure has policy makers to scurrying to meet the needs of the
rapidly growing middle class and a global economy. With recent changes in communication and
technology, the government recognizes the need for a reimagining of systems that in some cases
predate almost 500 years of colonization. Historical, cultural, and structural influences affect
Indonesian education on both micro and macro levels.
It is from the perspective of Ethnopsychology that we can better understand malu in
Indonesian classrooms. The communicative approach requires meaningful interactions between
students and teachers and malu is an awareness of vulnerability in interaction. Indonesian
students are not just learning a new language in the EFL classroom; they are assessing the
vulnerability of the interlocutors as they interact and adjusting behavior to respond in a culturally
appropriate manner. It follows that in order to understand what meaningful interaction looks like
in an Indonesian classroom, it is important to examine classroom interactions through the lens of
malu.
Research questions
1. How is malu described in the EFL classroom?
•

Many scholars define malu as “shame,” although many believe that this is a
definition of convenience, not accuracy (Boellstorff, 2004). This study seeks to
learn how the word malu is used in the context of the Indonesian classroom.

•
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Is malu described the same in the EFL classroom context as it is outside of the
classroom context?

2. Is there a relationship between malu and EFL teacher practice? If so, how is this
connection shown (or not shown) in the EFL teaching?
•

Do Indonesian teachers and students experience malu differently in the EFL
classroom?

•

Is there a difference in how students, teachers, and other educators interpret the
presence of malu in the EFL classroom?

•

How do these interpretations and experiences connect to EFL teaching?

3. How is the communicative approach adapted in the Indonesian EFL classroom if malu is
present?
•

Do students and students, teachers, and other educators find EFL lessons
meaningful? What about these lessons are or are not meaningful?

	
  

12	
  
Definition of Terms
Affective skills- These are skills as determined by Indonesian teachers’ interpretation of
the national curriculum. Affective skills are associated with students’ ability to
appropriately interact with others.
Badan Hukum Pendidikan- Indonesian Educational Act of 2009. This was a legal act
that allowed for the privatization of Indonesian institutions of higher education. This is a
controversial act because many believe it went against the constitutional precedent that
stated the government would be solely responsible for educating all Indonesian citizens.
Many believe this act promotes the education of higher status citizens (Napitupulu;
2013).
Bule- Indonesian for foreigner. This term could be derogatory, or it could be simply
descriptive. A bule can be identified by their skin color, their facial features, their
heritage language, or their nation of origin. It is a term that, no matter how the conclusion
is drawn, describes “the other.”
Cognitive skills- These are skills as determined by Indonesian teachers’ interpretation of
the national curriculum. Cognitive skills are linked with a students’ ability to
perform on tests and appropriately interact with others.
Communicative approach- An approach to language acquisition that focuses on
communicative competence as opposed to grammatical accuracy. It aligns with Steven
Krashen’s theory of language acquisition (2002) that recognizes “language acquisition
[as] very similar to the process children use in acquiring first and second languages. It
requires meaningful interaction in the target language—natural communication--in which
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speakers are concerned not with the form of their utterances but with the messages they
are conveying and understanding” (p.1).
Cultural mismatch- When students or teachers are uncomfortable with classroom materials
or instructional methods, or when materials or methods are culturally
inappropriate, there is a cultural mismatch.
Culturally responsive teaching- Education that responds to the social, historical, cultural,
and individual experiences of a student within the educational context (Gay, 2010).
Ethnopsychology- White (1995) describes ethnopsychology as “indigenous modes
of constituting persons, selves and experience” (p. 21). This is the framework for
describing and interpreting malu in its cultural context, without imposing Western
constructs of emotion and behavior onto participants.
Football- Soccer.
Good Student- Although I do not subscribe to a good student/bad student
paradigm, I am using this term to describe what my participants refer to as an
“active student,” or a student who receives high affective marks and is liked by teachers
and classmates. I choose to use “good student” instead of “high performing” student,
because a good student may not necessarily perform as well as his or her peers on the
national test.
Halus- an Indonesian word denoting the smoothness of physical objects. When
applied to people it describes a state to describes a state of being which is considered
“polite,” “high status” or “refined.” Their voices are quiet, they make little or no
demands on others, do not ask questions, and are not asked questions. According to
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Benadict Anderson, a person who is halus is a person who has power (1990). A halus
individual is usually attributed to individuals with Western physical features (e.g. narrow
features, fair skin), and is able to create favorable situations for themselves with little or
no visible effort on their part. C.F. kassar
Javanese power construct- This study looks at power and status as synonymous. Those
who have power are higher status individuals.
.

In Benedict Anderson’s book Language and Power he describes the Javanese power
structure to have the following four attributes:
1. “Power is concrete” (p. 22). Power is neither inorganic nor organic. “Power exists,
independent of its possible users” (p. 22). In this study this is important because power
can be contained in inorganic objects, including textbooks or cell phones.
2. “Power is homogenous” (p. 22). All power comes from the same source and is of the
same type. Power that comes from the West is the same as the power that comes from
within Indonesia.
3. “The quantum of power in the universe is constant” (p. 22). You cannot create power nor
destroy power, however power can be transferred from one individual or object to
another. If knowledge is a form of power, teaching is the transference of power from the
teacher to the student.
4. “Power does not raise the question of legitimacy” (p. 22). If power is homogeneous, it
cannot be defined as good or evil. The morality of those in power may not always be
questioned.
Head of class- A student chosen by the teacher to run the class in the teacher’s absence.
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Jalur Khusus- Indonesian for “special passage.” Part of Badan Hukum Pendidikan
which legally sanctions lower performing students to enter private higher
education institutions if they pay a higher tuition fee than students who have met
university requirements (Susanti, 2010). Those who participate in Jalur Khusus are
usually wealthy and are likely to be of a higher social status.
Jilbab- Indonesian term for hijab, or head scarf worn exclusively by women of the Islamic
faith in Indonesia. Most women I’ve spoken to outside of the context of this study who
wear the jilbab choose to do so as a way to identify as pious, however, some have
confessed that it keeps their hair neat despite wearing a motorbike helmet. Therefore, any
descriptions of participants wearing or not wearing jilbabs is not meant to indicate their
religious piety. However, any participant described as wearing a jilbab is of the Muslim
faith.
Kampong- Indonesian for “village.” The people in villages are considered by many to
be of a lower status and less refined than those who live in the cities. This term is at the
root of the word kampungan which would be the common term used to describe a
villager. Kampungan is often used derogatorily.

Kasar- The Indonesian word for “rough,” “low-status,” or “impolite.” A person who
is kasar is the opposite of someone who is halus. If a person is loud, emotional,
passionate, or questions authority, or does not have malu, they may be perceived as
kasar. Although describing these concepts (halus and kasar) in terms of their binary may
sound like the imposition of an outmoded structuralist conception, Indonesian people
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themselves describe the concepts in these terms. Because my aims re Indonesian culture
are descriptive rather than prescriptive, re-conceptualizing halus and kasar in non-binary
terms is not within the purview of this study.
Linguistic imperialism- Phillipson (1992) explains linguistic imperialism as a
situation where, “the dominance of English is asserted and maintained by the
establishment and continuous reconstitution of structural and cultural inequalities
between English and other languages,” (p. 47). This definition posits English maintains
its dominant position in the world as a result of hegemonic beliefs and practices.
Malu- an Indonesian emotional construct translated as “shame” or “shyness.” When
someone is malu, they may simply state they are malu or they may cover
their face with their hands or lower their head. For the purpose of this study,
Keeler’s definition, “awareness of vulnerability in interaction,” (1983) will be
used. Malu, when indicated as a behavior and not an emotion, will be referring to a
behavior that is halus. Malu behaviors may include restricted physical movements,
downcast eyes, non-normative use of the passive tense when speaking, unwillingness to
express an opinion, deference to authority or friends, and silence. Laughter is also an
indicator of malu. One informant told me of malu, “When you're malu you just laugh:
‘hahahaha!’”
Motor skills- These are skills as determined by Indonesian teachers’ interpretation of
the national curriculum. Motor skills are determined by students’ ability to use
any spoken or written language to interact appropriately with teachers and peers.
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Patron-client relationship- This is a reciprocal relationship between those in power
(patrons) and lower status individuals (clients) (Anderson, 1990). In the context of
this study, the students are the clients, however patrons can be any person or object
that contains power.
Pembantu- Literally translated as “one who helps.” A servant. Traditionally, many low, mid,
and upper socioeconomic status Indonesian families employ servants. It is often seen as
an act of public service to employ unskilled labor to assist with household tasks in that
there is no public welfare system in Indonesia.
Private school teachers- Teachers who teach in a private language school.
Public school teachers- Teachers who teach in a public school.
Respect- The Javanese concept of is signified by three different
conceptualizations of fear: wedi, isin, and sungkam. Wedi is a fear response to strange
things, isin is also known as malu (de qua supra), and sungkam is, as defined by Hildred
Geertz (1989), “a feeling of respectful politeness before a superior or an unfamiliar
equal” (p. 114). Respect, in the context of this study refers to the Javanese social
construct of respect.
Thick description- In order to explain the complexities of the human thought
process and the depths to which an ethnographer must delve in order to illustrate the
thought process that develops into behavior, Clifford Geertz uses Gilbert Ryle’s allegory
of two boys blinking (Geertz, 1973) to describe what Ryle (1968) calls, “thick
description.” “Thick description” refers to the endless possibility of meaning behind a
seemingly simple action. The thicker the description, the richer the data and the richer the
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data, the more opportunity for meaningful interaction with the data during analysis
(Geertz, 1973).
Methods Summary
The methodology for this study employs many of the components of Tobin, Wu, and
Davidson’s study Preschool in Three Cultures (Tobin, 1989). I began the study by filming a
single classroom over a period of two days. I then edited the film down to twenty-three minutes
focusing on behaviors that I saw as indicating behaviors associated with malu, halus, or kassar.
This video served as an interview prompt for 3 focus groups of varying experiences with EFL
and Indonesian culture. Analysis will be discussed in depth in chapter 3.

Chapter 2

	
  

REVIEW	
  OF	
  THE	
  LITRATURE	
  
Historical, cultural, and structural influences affect Indonesian education on both micro
and macro levels. Western educational theory and colonial interests created the foundation for
contemporary educational policy as it pertains to best practice in the classroom and are still
prevalent in contemporary discourse in Indonesia. The majority of existing literature on
Indonesian education focuses on the historical and structural influences on contemporary
Indonesian education, but not much attention has been given to the influence of culture on the
classroom. This study uses the methodology of Joseph Tobin’s, multivocal Videographic
ethnography to explore the textured cultural nuances that influence Indonesian’s interactions
within the context of the English language classroom.
Javanese Concept of Power
No discussion of education in Indonesia can be complete without addressing the Javanese
concept of power. Indonesia is culturally and linguistically diverse however; Java is the most
populated island in Indonesia (Badan Pusat Statistics, 2010) and also where the government
center has been located since before independence (Gouda, 1995). Twenty-two out of the
twenty-seven internationally accredited and ranked universities in Indonesia are located on the
island of Java (Q.S., 2013). With such a strong Javanese presence in Indonesia, it is reasonable to
make the argument that the Javanese construct of power influences public policy and education
throughout the Indonesian archipelago.
Although traditionally teachers are not highly paid, the national importance of authors
who write about education (Niekerk, 2011; Seti, 2008) as well as the national symbolism of
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Kartini, a colonial era educational activist and feminist (Asmarani, 2013; Gouda, 1995), hint at
the cultural value Indonesians place on teachers. Teachers in Indonesia have a high level of
cultural and symbolic capital, and therefore are powerful individuals.
In the traditional Indonesian context, the accumulation and maintenance of power is more
valuable than the exercise of power (Anderson, 1990). In the teacher-student relationship, the
accumulation of power that leads to the status of “teacher” occurred during the acquisition of
knowledge and skills required to become a teacher. Power for a teacher can only be maintained
by continued acts of merit. Merit, in the Buddhist influenced context of Southeast Asian tradition
is earned through accumulation of goods and resources as well as through acts of generosity that
distribute these goods and resources (Hanks, 1962). In an ideal situation, a teacher who works for
a well-funded institution would have access to a variety of teaching materials and professional
development. This would put the teacher in a position of merit if the teacher utilizes these
opportunities as potentials for effectively transferring knowledge and skills to their student
population.
In order to maintain the power that comes with the social status of being a teacher, a
teacher must have successful students. However, a powerful, high status individual in Indonesia
exerts very little effort to maintain power. To indicate passion or desire is a sign of low status,
low merit, and powerlessness (Anderson, 1990; Hanks, 1962). This balance of passion and
power could potentially put a great burden on the shoulders of Indonesian teachers and could
potentially lower the status of teachers in Indonesia.
Patron client relationships. Discussions of power in Southeast Asia should include what is
often referred to as the “patron client relationship.” This relationship is reciprocal, between those
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in power (patrons) and lower status individuals (clients). Patrons have many people working for
them (Anderson, 1990). Patrons are considered to have merit, which they have accumulated
through generosity and good deeds.
This relationship is not a strict hierarchy in that no individual in the relationship is acting
autonomously. Patrons distribute goods or services in return for goods and services provided by
clients (Anderson, 1990). Clients of powerful patrons will also be patrons themselves. If a patron
is extremely powerful, his clients will themselves be patrons, and their clients also patrons.
In the Indonesian classroom, the teacher would be the most powerful patron in the room. The
teacher would have merit because he or she generously distributes knowledge to the students.
However, high performing students may also be patrons, sharing knowledge with classmates. An
academically high performing student who does not share his or her expertise classmates would
be without merit, without clients, and therefore less powerful than a student with limited
academic skills who disseminates what knowledge he or she has.
Respect and malu
In the traditional Javanese household, a child is not expected to show respect to their
elders until they have reached five or six years old. No behavior is considered unsuitable for a
young child, and children are doted on by both the mother and the father, as well as by older
siblings, aunts, and uncles. Once the child reaches five or six, the relationship between the father
and the child begins to sever, and the child is seemingly quite suddenly scolded for his or her
actions (Geertz, 1989).
Before the child reaches that stage, a child must understand malu. According to Hildred
Geertz (1989), “a child even as young as three begins to … know isin [malu], which is thought to
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be the first step toward growing up” (p. 111). When a child is faced with a challenging situation,
malu is praised. It is through malu that children learn to solve difficult problems through inaction
(Geertz, 1989). It is the knowledge that inaction is the appropriate response in the face of
adversity that prepares children to respond respectfully, in a halus manner once they have
reached school age. By this time children have learned that following their impulses may cause
superiors discomfort, and a way to prevent disrespect is to have malu (Geertz, 1959).
A respectful student who has malu may not ask their teachers to clarify a point because
asking questions indicates the teacher hasn’t effectively taught the lesson. If a student doesn’t
understand classroom material a halus student is likely to become inactive in class. This may
cause teachers to identify the student as shy, having low self-esteem, or socially withdrawn
(Chan & Wong, 2011).
Linguistic Context
Indonesia is a nation of multilingual individuals, with 706 living languages and one
national language (M. Lewis, G. Simons & C. Fennig (Eds.), 2013). Many households use
multiple languages for daily communication and trade, including a heritage or indigenous
language and Indonesian. Many high socioeconomic-status Indonesians are educated in Dutch,
English, and German; and many ethnically Chinese families use Mandarin or Cantonese as well
as English, the region’s heritage language, and Indonesian.
Indonesia has a rich and diverse linguistic history, and a strong desire to add English to
their existing canon of languages. Evidence of this can be seen in the ubiquitous presence of
schools in Indonesia advertising tutoring services specializing in preparation for the International
Language Testing System (IELTS) or Test of English as a foreign language (TOEFL)

23	
   	
  
	
  
assessments. In daily interactions between bule (formerly translated as albino, current definitions
range from foreigner to fair skinned, usually indicating someone who is not Indonesian) and
Indonesians are often peppered with requests for English language tutelage.
The premise of EFL marketing is based on the myth that an ignorance of English can be
equated to a linguistic deficiency (Philippson, 1992). People are not sold the benefits of
supplementing their heritage language with the added bonus of an additional language, but
instead they are sold the idea that their language is somehow less valuable than the new
language.
This method of marketing is fertile soil for the economic exploitation of the people.
Economic exploitation of a group is most effectively achieved when there is an ideological
control of the group and one of the most effective ways to attain this type of power is to create an
environment where linguistic and cultural hegemony define normative values and behaviors.
EFL is a commodity marketed as a way to “elevate” nations and individuals to adapt to the
Western interpretation of achievement. By doing this, entities that provide EFL related products
and services are able to hawk costly commodities that are not necessarily relevant to the needs of
the consumer.
Indonesian students and teachers are highly motivated to partake in activities related to
English language training, and yet the promises of the English language schools are not being
met for the majority of students. This is most notable when students do not achieve academically
in overseas institutions. Many researchers blame students’ inability to comprehend Western
teaching methods; citing students’ lack of critical thinking skills, poor study habits, lack of an
ability to prioritize, or underdeveloped metacognitive abilities as culturally influenced deficits
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that potentially lead to an inability to attain academic achievement in a Western classroom
(Bartlet, 2009; Cheng, Hull & Hee Kim, 2010; Ransom, Larcombe, & Baik, 2005; Templer,
2004). However, it is more likely that the colonial categories that were instituted 500 years ago
are affecting today’s students (Stolar, 1989).
Not only do people need to know how to behave in a culturally appropriate manner, but
they also must have the language to be able to describe the world in a culturally appropriate way
(Quinn & Holland, 1987). The difficulty many Indonesians are having with English
development could be the result of a cultural mismatch. There is a possible discrepancy between
appropriate language and behaviors in English/Western culture and their meaning in the
Indonesian context.
One way to approach this cultural mismatch would be to create a system where English is
appropriated and adapted to accommodate the interests of the people using the language.
According to Pavlenko and Norton (2007), “models of communicative competence should focus
on what is desirable, rather than socially acceptable, in the learning and teaching of English” (p.
672). This argument is applicable in the post-colonial context where “social acceptability” is
defined in the context of structures that were put into place by former colonial powers.
Colonial schooling
Western concepts of educational policy, power, respect, socialization, teacher practice,
and student learning historically have been imposed on Indonesian students and teachers.
Indonesia’s system of formal education was founded in 1538 with the arrival of Portuguese and
Spanish missionaries in the Muluccas. Schools were formed, and education was available to all
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children whether their parents were freemen or slaves. The curriculum was Christian in
foundation, focusing primarily on biblical texts.
As colonial powers continued their stronghold on the Dutch East Indies, the education
system continued to be honed to meet the changing demands of the colonial agenda (Kroeskamp,
1974). Later developments during the colonial occupation of the archipelago led to an
“enlightened” form of colonialism, which was designed to “elevate” the local population to meet
Western normative ideals (van der Veur, 1969; Gouda, 2008; Pols 2007).
There are some who will argue the European influenced socialist and feminist discourse
imported to Indonesia during the later years of Dutch occupation created a social climate that
acted as an incubator for revolution (personal correspondence, Joost Coté, April 1, 2014).
Prominent, European-educated figures such as Kartini were used as symbols of indigenous
fortitude during the politically driven process of defining a national identity for Indonesian
citizens (Anderson, 1990). However, the counter-discourse addresses the detrimental effects of
western education because, according to Coté (Personal correspondence, April 1, 2014), it “also
shamed the working classes in the West by imposing a set of values/standards against which they
now had to measure their lives, and which (could) make them ashamed of their past.” This
argument implies Western education, in a broader sense, has the potential to cause Indonesians to
feel malu in relation to their cultural identity.
Indonesian culture and contemporary education
The high status associated with university attendance remains intact in Indonesia,
however, with the growing middle class and the incentives available to individuals who would
previously be unable to attend universities, that status is becoming rapidly available to the
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greater population. University admission policy has shifted to prevent members of the cultural
elite from losing their positions of power within the university system. Some of the country’s
most prestigious universities have made the transition from public to private, which in turn
greatly reduces government subsidies paid to those universities. In order to make up for this
financial loss, the government passed the Badan Hukum Pendidikan (Educational Legal
Institution) law of 2009. This law reserves 20% of its spots for low-income families, but it also
allows lower performing students, specifically students who did not pass their national exams, to
enter the university at a higher tuition rate. This is called “Jalur Khusus (special passage)”
(Susanti, 2010).
Despite these initiatives, university enrollment is still relatively low (Gooch, 2010).
Primary and secondary school attendance is fairly low in many regions, which means that not all
students are taking the exams. However, of the students who do take the exams, roughly one fifth
are able to achieve a high enough score for university acceptance (Fahmi, 2007).
There are many possible explanations as to why Indonesian students are not able to
achieve national exam scores high enough to gain university acceptance. Some critics say that
the government’s spending patterns are inefficient; 20% of the national budget is allocated to
education, yet it has been estimated that 40% of those funds are embezzled before they reach the
classroom (Fauzia, 2013). Others say that the mode of instruction favored by Indonesian teachers
does not benefit student achievement, and others blame a lack of resources (Fauzia, 2013; Pisani,
2013).
The current Minister of Education, Mohammad Nuh, believes that Indonesia’s relatively
poor educational performance is the result of too much emphasis on English language and
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science in the classroom. Nuh believes the way to remedy the low science and math scores is a
curriculum with a strong emphasis on religious education (Fauzia, 2013).
Classroom materials. In a recent interview with Northern Illinois University’s School of
Education, Hartati, student scholar from Indonesia said, “Most textbooks in Indonesia are from
America” (Hartati, 2013). Language instruction, in many cases, has been integrated into content
area instruction. However, language acquisition is not supported outside of EFL classrooms. This
creates a challenge for Indonesian university students, because as Hartati stated in the same
interview, English language proficiency in Indonesians is generally low. These data are
supported by IELTS testing data which states that the average Indonesian IELTS test taker
receives a 6.4 ("IELTS | researchers," 2011), which is in some cases significantly lower than
most United States universities require for admittance (IELTS, 2009). This is problematic
because students are expected to learn content from texts that require a higher level of English
proficiency than students currently have.
The goal of using English textbooks in the context of Indonesian classroom should be to
develop bilingual and bi-literate students. However, without the implementation of a program
founded in practices and theories associated with language acquisition, it is unlikely that students
are receiving the supports necessary to develop academic proficiency in both languages
(Goldenberg, Reese, & Rezaei, 2011).
In order to learn material from these American textbooks many Indonesian students rely
on tutors to act as intermediaries. The tutors are well paid, often university lecturers and travel
great distances to explain course content to students (Luschei, Padmo, & Spector, 2009). This
leads to further social stratification, where only students who can afford tutors are able to easily
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access classroom content. If appropriate classroom materials are available there is a greater
likelihood of students and teachers making meaningful connections in the classroom.
Culture in curriculum and instruction
The Indonesian EFL classroom is a space where language takes center stage. If students
and teachers are engaged in classroom activities, there is a hyperawareness of language and how
it is used in the classroom. Students are assessed on their ability to have meaningful interactions
in English (Musthafa, 2010), and their ability to relate those interactions in English to their daily
lives (Kardibina, 2012).
Cultural relevance. Under ideal conditions Indonesian EFL classroom interactions are
informed by active teaching methods (Mushthafa, 2010), which according to Roland Tharp
(1982) is a method of teaching
in which the teacher sets, articulates, and focuses instructional goals, assesses student
progress, monitors instructional activities, holds students accountable for objectives, and
provides illustrations and instructions of how to proceed, and in which students’ time is
highly engaged with learning activities. (p. 504)
In its written form, a lesson plan for Indonesian EFL in the public schools will state
lesson objectives. Lesson objectives may include language similar to this extract from a high
school lesson plan from my collection of public school teaching materials acquired during my
time in Indonesia (see Appendix D): “To express meaning in the text of simple monologue using
spoken language accurately and fluently, and is acceptable in daily life context in the form of
narrrrative [sic, emphasis starts halfway through “narrrrative” in original], descriptive, and news
item.”
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These objectives are designed to promote the development of communicative competence
in the target language. However, improvements in communicative competence must take into
account the social context of the interaction. According to Hymes (1972), “such improvements
do not depend on language alone, but on language in social context. What is crucial is not so
much a better understanding of how language is structured, but a better understanding of how
language is used; not so much what language is, as what language is for” (p. xii). In the context
of the above stated objective, the description “acceptable in daily life context” is subjective. If
we base our assumptions on the lesson objectives alone, it is unclear as to whether the
classifications of acceptability are confined to the perspectives of the heritage English speaking
population or to the Indonesian population.
Scripted interactions and malu. Indonesian classroom interactions are often loosely
scripted for the teachers’ reference. The excerpt below is taken from the same lesson plan (see
Appendix E):
Learning steps:
• Teacher greets and checks students presence
Teacher leads the students to the material by giving some questions
Do you have a favorite person/
idol? What does he/she look
like?
Is she beautiful?
b. Whilst teaching
• Teacher shows a text and asks students to read it.
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• Students are given some questions about the content of the text orally
• Teacher explains the generic structure and language features of the text
• Students practice describing people based on the picture and clues given
• In pairs, students describe someone (their family, idols, etc) by having
question and answer session
• Students describe someone in front of the class individually.
These interactions are designed to help students achieve the learning objective discussed
earlier: “To express meaning in the text of simple monologue using spoken language accurately
and fluently, and is acceptable in daily life context in the form of narrrative, descriptive, and
news item.” The script gives students a chance to activate prior knowledge by asking students
about people in their lives. This, on the surface could be motivating for students (Tharp, 1982;
Gay, 2010). However, by asking students to name a “favorite person,” the teacher is asking
students to acknowledge their personal perspectives of others, which will inform their classmates
of the students’ positioning in the social hierarchy (Anderson, 1990). This activity has the
potential to cause students to feel malu. This segment of the lesson script may be “acceptable in
daily life context” from the Western perspective, however, it is inappropriate in the context of
Indonesian daily life.
When the script prompts the teacher to ask the students to describe a person in their lives,
it has the potential to activate malu in students in a similar way as naming a favorite person could
activate malu. Students become aware that their words could potentially hurt their classmates’
feelings. If they describe someone as “smart,” the students who do not perceive themselves as
having intellectual abilities could feel as if they are being singled out as lesser in the eyes of the
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speaker. If the students who do not perceive themselves as “smart” are of a higher social status
than the speaker, the students in the room may feel malu because they were not treated in with
proper deference, and the speaker may feel malu because he or she would have acted
inappropriately. Additional feelings of malu could arise if the student is aware that he or she
caused his or her classmates to feel malu. Answering this question could cast a very thick web of
malu over the room.
The final portion of the script asks the students to present individually to the class.
Indonesian family structure encourages strong relationships between children of the same age
(Geertz, 1989; Geertz, 1959). There is safety in numbers, and if children work together in groups,
everyone is less likely to feel malu. In traditional Javanese discourse, the communicative act is a
performative and shared experience, where voices overlap in agreement and embellishment
(Berman, 1989). By asking students to present individually, the assignment is not congruent with
Javanese cultural norms.
Feelings of malu illicit response to individual questioning is very similar to the Hawaiian
students in the Kamehancha Elementary Program (Jordan, 1985), where students “shut down”
(p. 114). Asking students to present in groups with an emphasis on reinforced volunteered
responses would be a more effective blending of cultural considerations with the lesson’s
objectives. This would contextualize the instructional practice in a way that aligns with the
lesson objectives (Tharp, 1982).
Halus beauty. The instructional script prompts teachers to ask students if their favorite
person is beautiful. In this passage the students are asked to read and discuss in this lesson (See
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Appendix E) blends physical beauty with personality traits to create a portrait of a young, halus
woman.
Debby Putti is a model from Surabaya. Now she is a student of State Senior High
School 71 Surabaya. Debby is the first daughter of Mr. Fajar Putti and Mrs. Ana Karaeng.
Debby is brown –skinned. She is tall and slender. She is 17 years old. Debby has wavy, short,
black hair, a pointed nose and rather big ears. Her face is oval and her cheeks are dimpled
when she smiles.
Debby is a cheerful and friendly girl. Everybody likes her because she is a humorous and
creative girl. She gets on well with other people and she never forces her opinion on
others. But sometimes Debby is short-tempered when she loses her personal things.
Her hobbies are cooking Japanese food, shopping and singing. Debby has a beautiful
voice and her favorite singer is Kris Dayanti.
The characteristics of Debby are a blend of low status, or kasar and high status, or halus
features. Brown skin, short hair, and short temper are generally characteristics attributed to a
kasar individual (Anderson, 1990). Her height, build, pointed nose, smile, singing voice
(Anderson, 1990), and disposition (Geertz, 1959; Geertz, 1989; Anderson 1990) are halus
characteristics. Her unwillingness to force her opinion on others is a sign of malu, which is
halus. Kris Dayani, the singer referenced in the passage, is known as the most expensive
Indonesian performer for hire. She was married to the ex-president of Indonesia’s grandson. She
has many characteristics of a halus individual, so Debby’s interest in Kris Dayani shows a
leaning toward the halus side of the halus-kasar binary.
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Debby’s blend of halus and kasar characteristics make her a realistic model for students,
although the emphasis on Debby’s halus physical appearance symbolizes a fixed social status.
This is a reinforcement of the hierarchal social structure that does not question the legitimacy of
power (Anderson, 1990), which reflects the values indicated in the traditional Javanese power
structure. Debby is clearly a beautiful young woman, and no matter how she behaves, that beauty
will give her power.
Multivocal videographic ethnography
This study employs the basic methods used in the landmark study by Tobin, Wu, and
Davidson, Preschool in Three Cultures (Tobin, 1989). The study was designed to provide a
deeper understanding of cultural assumptions, values and practices that guided Japanese,
Chinese, and United States preschool education. The researchers designed a methodology that
provided a medium for participants to become involved with reflexive discourse from multiple
perspectives (Tobin, 1989; Tobin, Wu, & Davidson, 1989).
First, they filmed videos in a classroom in each of the three countries they were studying.
They shot footage for several days focusing on classroom interactions that highlighted crosscultural differences. Next, Tobin, Wu, and Davidson (1989) edited these tapes to twenty minutes
each as a way to target behaviors that “reflected [their] desire for comparability across cultures”
(p.6). For example, in the video from each country they included classroom fights as well as a
scene where a teacher was disciplining a child (Tobin, Wu, & Davidson, 1989). They showed
these tapes to school and cultural insiders from each of the three countries in the study. The third
step involved showing the video to participants from the other countries. For example, Chinese
participants viewed the Japanese and American video, the Japanese and American, those in the
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two remaining countries (Tobin, 1989). Participants responded to the videos in focus groups
because in the researchers’ view “interviews [are] occasions for the co-construction of meaning
by our informants with each other as well as with us” (Tobin, Hsueh, & Karasawa, 2009; p. 7).
The focus groups provided a medium where meaning was found through debate and consensus.
Tobin and his team call this method, “multivocal videographic ethnography.” This
method gave participants from each country the opportunity to interpret meaning behind
culturally constructed behaviors in their own country and in other countries through their cultural
lens. Their layered voices created what Clifford Geertz refers to as “thick description” (Geertz,
1974). “Thick description” refers to the interpretation of textured meanings behind a seemingly
simple action.
It is through the use of this method that this study gleans understanding about what is
really happening in Indonesian EFL classrooms. It creates a blend of Indonesian voices, teachers,
students, and educators to identify and interpret the cultural meaning behind the actions of
teachers and students. It is through this meaning that we to identify cultural mismatches in EFL
pedagogy so that in future research we can collaboratively adjust or culturally translate practice
and materials to better serve our Indonesian students.
Concluding remarks
Colonial educational policy created a system where access to education was limited
and/or exploitative. The post-colonial response has been to attempt to find a balance between
western education and Indonesia’s cultural identity as a way to meet global market trends and
cultural preservation. However, the effects of colonial policy, linguistic diversity, traditional
power constructs, and Indonesian emotional constructs have complicated this task and instead
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created a public education system that could be argued to mirror the colonial system of
education.
The aim of this study is to use ethnographic methods as a way to identify cultural
compatibility or incompatibility in Indonesian public high school EFL lessons. By understanding
student and teacher reactions in the context of the Indonesian classroom this study intends to add
to the currently limited body of research focusing on Indonesian perspectives on student and
teacher interactions (Maulana, Opdenakker, den Brok & Bosker, 2012). This work alone is not
enough to create a model for educational change; once the relationship between malu and
Indonesian EFL has been identified in the context of the classroom, there must be additional
work done to translate cultural theory into EFL practice (Jordan, 1985).

	
  

Chapter 3	
  
REFLECTIONS ON METHODOLOGY
In this study a combination of students’ voices with public school and private school
teachers’ voices joined together to assist us in understanding interactions in the EFL classroom
through the lens of malu and the Javanese concept of power. By using the video prompt and
focus group components of Tobin’s multivocual videographic ethnography, student and teacher
(public and private) voices combined to generate data required to understand the subtly complex
nature of Indonesian classroom interactions.
The purpose of this study was to answer the following questions:
1. How is malu described in the EFL classroom?
•

Many scholars define malu as “shame,” although many believe that this is a
definition of convenience, not accuracy (Boellstorff, 2004). This study seeks to
learn how the word malu is used in the context of the Indonesian classroom.

•

Is malu described the same in the EFL classroom context as it is outside of the
classroom context?

2. Is there a relationship between malu and EFL teacher practice? If so, how is this
connection shown (or not shown) in the EFL teaching?
•

Do Indonesian teachers and students experience malu differently in the EFL
classroom?

•

Is there a difference in how students, teachers, and other educators interpret the
presence of malu in the EFL classroom?
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•

How do these interpretations and experiences connect to EFL teaching?

3. How is the communicative approach adapted in the Indonesian EFL classroom if malu is
present?
•

Do students, teachers, and other educators find EFL lessons meaningful?

•

What about these lessons is or is not meaningful?

Multivocal videographic ethnography requires a sequence of procedures before data
collection can begin. For this reason, this chapter will start with a detailed description of the
procedures. Following the section detailing procedures, there will be a section which provides
the context of the study, a thorough description of data sources and participants, and then a
section detailing steps taken to ensure data quality. The methodology of this study will also be
included in this chapter as well as a comprehensive description of the analysis.
Procedures
Video creation. I spent two class periods on two separate days filming one classroom for
a period of two hours and forty minutes each day. I recorded 126 minutes of raw footage. After
data were recorded, I edited the raw footage to a 23-minute video focusing on interactions or
behaviors I saw as relating to the classroom power dynamic, indications of malu, respect or
disrespect, halus (polite) or kasar (rude) behaviors. Halus behaviors included: quiet speech,
economy of physical activity, and not applying visible effort to complete an assignment. Kasar
behaviors included: loud speech, unrestricted physical activity, or aggression. I also focused on
any behaviors or interactions that appeared incongruous with typical behaviors in a classroom in
the United States.
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A digital single lens reflex camera with high definition video recording capabilities and a
condenser microphone was used to record both video and audio in the classroom. The editing
process was completed using iMovie or equivalent software. All video and audio recording and
editing was done by the researcher. The video was later translated from Javanese into English by
a native Javanese speaker. The translation was audio recorded and transcribed.
For the purpose of this study, I focused on six vignettes ranging from two to five minutes
in length. I selected these sections because participant responses to these sections of video
contained data included in analysis. These vignettes were edited from the 23 minute film used for
data collection after data were collected. After the video was edited this second time, it was then
subtitled into English.
Focus groups. Three focus groups were held over a period of two days. During the focus
groups, I showed the videos to participants on a laptop. A focus group protocol was followed
during the focus groups (see Appendix C). At the beginning of each focus group, I asked one
participant to provide running commentary during the duration of the video. Although
participants agreed, no one participant provided running commentary. I stopped the video and
asked participants to discuss the video at predetermined points of interest, or when participants
started talking or laughing over the video.
I determined points of interest in advance by making note of behaviors I perceived as
halus (refined or restricted movement, quiet speech, no appearance of hard work) or kasar
(animated, loud, physically or verbally aggressive). My interpreter and I reviewed the video
before meeting with participants to discuss these points of interest and to make note of the video
timing.
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As we viewed the video, I asked probing questions designed to encourage participants to
explore a topic more deeply or to direct them back to the topic. Questions included phrases such
as:
•

Can you tell me more about that?

•

Have you experienced something similar? If so, how was it similar?

•

Have your experiences been different? If so, how have they been different?

•

Did that surprise you? Why or why not?

Once we completed the video, I continued with open-ended and probing questions,
reviewing the video when appropriate. The questions were related to the video. Some of the
language was ambiguous as a way to avoid direct questions or conflict, which may be culturally
appropriate for some participants. Some example questions are:
•

Did this video appear typical?
o If so, what about it was typical?
o If not, what about it was atypical?

•

What was happening in the video?

•

What was happening here? (Referring to a point in the video)

•

Why did the teacher/student do that? (Referring to a point on the video)

•

If this teacher/student was your friend/student what advice would you give them?
(Referring to a point on the video)

•

Have you seen something like this happen before? (Referring to a point on the
video)
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After participants watched the video and responded to my questions, they were given time to ask
questions. This concluded the focus groups.
All focus groups were audio recorded. The first focus group consisted of four students
from the classroom; two female students and two male students. An interpreter assisted with this
focus group, which was held solely in Indonesian. This focus group was conducted after the
school day in a classroom designated for the meeting. It was conducted over a period of one and
a half hours and there were three interruptions by a teacher.
The second focus group was held with four teachers from the school where the video was
recorded: three English language teachers, one of which who currently teaches German, and one
Javanese teacher. This focus group was conducted primarily in Indonesian with the assistance of
an interpreter. The focus group took approximately two hours to conduct.
The third focus group consisted of two current Indonesian EFL teachers and one former
EFL teacher from a private language school. This focus group was held at a school where all of
the participants had worked. The focus group took two hours to conduct, and was held in an
empty classroom in the school before the teachers had classes. This focus group was conducted
primarily in English without the assistance of an interpreter.
Field notes. Field notes were recorded throughout the duration of this study. They were
recorded in four separate notebooks: one notebook was a log book that contained names of
participants, contact information for individuals who helped with the study, expenses, and
appointment times. This log was updated twice a day, once in the morning before the day’s
activities began, once in the evening. There was a second notebook that contained jottings, brief
notes taken in the field. These notes were mainly descriptive or methodological. A third
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notebook was used for detailed field notes. These notes were descriptive, and were recorded
within 24 hours of leaving the field, usually before I completed the log. The fourth notebook was
reflective, and documented my thought process as I completed each portion of the study. Field
notes were recorded to assist me in my process, and to provide describe notes for context. They
were not used in analysis.
Identification of artifacts. Artifacts were identified by their direct relationship to
classroom activities. Any material that guided the teacher in assessing student work, not
including student work itself, was included as an artifact.
Recruitment. I utilized a gatekeeper, Bu Adi. Before we entered the school, she was
given a copy of the recruitment script in both Indonesian and English. I met with her and her
students during a class period, as suggested by the headmaster. I explained my study in English,
following the recruitment script, and the teacher interpreted for me.
Video. I met with the teacher, Bu Adi, and her students during a class period, as
suggested by the headmaster. I explained my study in English, following the recruitment script,
and the teacher interpreted for me. The media release forms (see Appendix B) were distributed to
the twenty-five students present, and then the head of the class was handed extra forms to
distribute to four absent students. All students and the teacher were read the recruitment script in
English, and the teacher read the script in Indonesian. At the end of this class period, students
were offered miniature Hershey’s bars by the teacher and were told they would receive a
certificate of participation if they chose to participate.
Focus groups. All focus group participants are either volunteers from my professional
and social networks or students, colleagues, or employees of people in my professional and
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social networks. Elements of convenience sampling were used in that many of the participants
had volunteered, however, not all volunteers were included in this study. Participants were
purposefully selected based on their experience with EFL and/or Indonesian culture. Snowball
sampling was used when appropriate.
Bu Adi volunteered to allow me to videotape her classroom. Four students from this class
were chosen by a teacher to participate in the focus group, and appropriate consent forms were
distributed by the teacher (see Appendix B). All students in the class as well as the teacher were
read the recruitment script in both English and Indonesian (see Appendix A).
Once I had spoken to the group, I asked the classroom teacher to initiate introductions to
prospective participants and their parents if appropriate. At this time I provided the
documentation to accompany informed consent, parental consent, and informed assent, as
appropriate. These documents were provided in both English and Indonesian.
Context
Region. Data were collected in Jogjakarta Indonesia, both in and outside of the
Indonesian EFL classroom. Video recordings were made in one EFL classroom in a rural public
high school in the southern part of Jogjakarta, which is located in central Java. This school is one
of the few high schools that has been chosen to pilot the national curriculum.
The region of Java chosen for data collection had a population of slightly over 800,000
and is considered pari-urban. Pari-urban areas have characteristics of both urban and rural areas.
This region contains farm communities with family owned irrigated rice fields as well as tourist
attractions. It is situtated near the city of Yogyakarta, which is considered the cultural and
educational center of Java (Pradoto, 2012).
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School context. Many students in Indonesia have difficulty affording the tuition for
public high schools (“Semua Bisa Sekolah !”, 2014). Public high schools are subsidized by the
government, however tuition and fees must be either paid by the students, families, or by
scholarship. Monthly tuition for this school is about 160,000 rupiah per month (Atmasari, 2014),
although there may be additional fees and donations required for attendance.
Teacher Context. According to the 2012 World Bank Report on Teacher training in
Indonesia, Indonesian law states a series of requirements that teachers must meet, as well as a
series of benefits that will be granted to them as a condition of meeting these requirements.
Teachers are required to have a four-year degree in education, or if they have a four-year degree
outside of education they must also have one year of teaching experience (Chang et al., 2012).
The document states, “The core principal that teaching is a ‘profession.’ Teachers who fulfill
certain established academic qualifications and demonstrate essential pedagogic, personal, social,
and professional competencies must be considered ‘professional’ and therefore worthy of a
professional allowance equal to their basic salary” (Chang et al., 2012; p. 5). According to this
document, teachers are accountable for their behavior outside of the school, as well as for the
quality of their teaching.
EFL education in Indonesia. Like many developing world economies, English language
education has been a priority in Indonesia (Pennycook, 2007; Musthafa,, 2010). In the 1970’s the
national curriculum required students study English using the communicative approach. In 1994,
the law added English to the primary school curriculum (Madya, 2010). Curriculum 13, the
national curriculum instated in 2013, removed EFL from primary school education(de
Lotbinière, 2012).
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Focus group context. This study required three focus groups. Two were held in the
school where I had filmed, one was held in the classroom at a private language school. When the
interpreter and I arrived at the school where the video was filmed for the first two focus groups,
there was some confusion. The teacher who acted as my gatekeeper and my interpreter up until
this point was absent.
Unfortunately without my gatekeeper there, the English teacher in charge told my
interpreter that the teachers believed I was in the school to teach. My interpreter and I were told
our class met in five minutes and were asked if we needed anything to prepare. The following
five minutes were spent talking to various teachers to find out if the whole process was
compromised, but we were ensured it was not and the focus group participants, both the students
and the teachers, would be available to meet us after the class. The interpreter and I taught an
intermediate English class for one hour before the first focus group began. If we had not, the
interpreter and I agreed, we would have been denied access to the participants in the school.
Classroom. Students in the class where the recordings were made are between the ages
of fifteen and nineteen years old. There were 29 students in the class when I filmed. The students
came from primarily rural, middle-income households and they were tracked based on their
interests and academic achievement into one of two areas of study: social sciences or natural
sciences.
There was no teacher in the classroom on the days I recorded. Students spoke in Javanese
without a teacher present. The use of English was confined to direct reading from the classroom
text and occasional outbursts such as warning other students to keep silent or, in one instance a
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student yelled “oh shit.” The classroom which was filmed was over 100 degrees Fahrenheit and
this caused the camera to overheat several times during the recording process.
Sample
All but one participant in this study self identified as Javanese. Pseudonyms were used to
maintain confidentiality. This study required three focus groups: one comprised of four public
school students from the class I filmed, one focus group with four public school teachers at the
school where I filmed, and one focus group with three teachers from a private English school.
The gatekeeper had planned to be a part of the focus groups, and she assisted in the recruitment
process and provided contextual information for this study. The public school teachers in this
study are all referred to as “Bu” which means “mother” and is the appropriate address for public
school teachers.
Gatekeeper. My gatekeeper, Bu Adi, had originally asked to participate in this study.
She was an EFL teacher at a public high school, and had agreed to let me film her class and
offered to assist me in any way she could. She introduced me to the teachers, the students, and
the school administration. She allowed me to sit in on her class and take field notes, and assisted
with the recruiting process. However, right before I began filming she fell ill and was
unavailable to contribute to the focus groups.
Students. Five students from the classroom were asked to participate in the focus group
portion of the study. A teacher selected students for participation. The sample included ethnically
Javanese students, two males and three females. The female students in this study wore
headscarves indicating they are Muslim. I did not spend any time with the students individually,
but when we started the focus group they introduced themselves and told me their hobbies
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unprompted. I used this as an opportunity to try to get to know them, but they guided the
conversation toward opportunities to study abroad.
Two of the students were enrolled in the school as athletes, a male student Aka plays
football (soccer), and Siti, one of the female participants was a swimmer. The other female
student, Dezi, wrote opinion articles for the local newspaper. Joko, the second male student told
me he plays video games. Student ages ranged from 15-17, and were selected by the teacher
because she considered them to be “nice.”
Public school teachers. All teachers in this sample were language teachers at the same
school where the film was made. There were four female public school teachers in this study. All
of these teachers self identified as Javanese. Psyeudonyms
One of the teachers in this study, an English teacher named Bu Kasa, is a doctoral
candidate at a local university. She is the neighbor of my gatekeeper, and a new mother.
Ibu Ka, one of the English teachers, was the teacher who helped me arrange the focus
groups in the absence of my gatekeeper. It was her class that I co-taught with my interpreter
before the focus group sessions.
Ibu Umu was the only female participant in the school who did not wear a jilbab, which
indicates she may have been the sole participant from the public school who was not Muslim.
She is the Javanese teacher, and received permission to join the focus group from Ibu Ka. I did
not have much interaction with her before the focus group in that my focus was on EFL,
however, her position as a Javanese teacher indicates her ability to understand Indonesian social
position and hierarchy.
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The Javanese language is extremely stratified; it has three levels, each with a different
vocabulary. When a Javanese speaker speaks to another Javanese speaker, they use the level
appropriate for the social status of the person with whom they are speaking. This requires a
carefully acquired understanding of each interlocutor’s social position before one begins to speak
(Berman, 1998). Ibu Umu’s awareness of social status and sensitivity to its relationship to
language made her an ideal participant in this study.
Ibu Sari was also given permission to join the group by Ibu Ka. She is a German
language instructor who started her career as an English teacher. I had some interaction with her
before the focus group, but it was limited. She did not speak very much. Her jilbab was not as
adorned as those of her peers; it was a simple white covering without pins or brooches,
reminiscent of the white robes traditionally worn by women for prayer at the Mosque or in the
home.
Private school teachers. Participants in this category are Indonesians with less than 5
years of EFL experience. They had no known relationships with participants from the other
categories. All three participants were female under the age of 35. All three teachers either had
taught or were currently teaching English in a private language school in Indonesia. This is
exclusively a language school and does not follow the national curriculum.
The teachers in this sample taught students with ages ranging from 5-adult. The tuition
for this private school is considerably more than the tuition for the public school, in that one
three month session of classes at the private school costs aproxamately the same as one year of
public school tuition.
One participant, Kati, attended high school in the United States. Kati is Javanese, born
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into a Muslim family, but converted to Christianity when she had a child with a Christian man.
She is quadrilingual; fluent in English, Indonesian, Javanese, and Sudanese. She was acting as
the curriculum director at the school. She has had no formal teacher training and less than five
years teaching experience. She spent her childhood traveling back and forth between Indonesia
and the United States, finally returning to Indonesia permanently at the age of 20. Kati added a
unique perspective in that she is what is referred to as belonging to a third culture (Useem,
Useem, & Donoghue, 1963). According to Useem, third culture is “is composed of the complex
of patterns shared by [people] stemming from both a Western and a non-Western society who
regularly interact as they relate their societies in the physical setting of a non-Western society”
(p.17). It can be used to describe individuals who have been socialized in one cultural setting by
parents from a different cultural setting, and then, in this situation, who have returned to the
cultural setting of their parents.
Another participant, Nya, has lived on Java her whole life. She has referred to herself as
“kampungan,” (from a village), however, she is educated and socializes with urban Indonesians
and westerners. She is Javanese and a practicing Muslim.
Tara, the third participant in this category, is a young woman who currently works in
hospitality. She is an ethnically Chinese Indonesian of Catholic faith, and has spent several years
in Malaysia working as a model. She is trained as an EFL teacher, and has her university degree
in English language teaching. She worked at the same school as Nya and Kati for 5 years,
switching her job to hospitality two years ago for financial reasons.
The participants classified as “private school teachers” are representative of the national
population Indonesian EFL teachers. Their varying ethnic and social backgrounds create a
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diverse perspective that is representative of the country’s population. Tara and Nya are both
ethnically Indonesian, and Tara and Kati have spent time working and studying outside of
Indonesia. All three of them were born and raised by Indonesian citizens spending the greater
portion of their childhoods in Indonesia. They are slightly different from the average Indonesian
teacher in that all three of them have worked with and socialized with Westerners for a large
portion of their adult lives.
Interpreter. The interpreter’s voice is a unique voice in this study, in that she is an
Australian national born to parents who are half Indonesian, half non-Indonesian. She was raised
and educated in both Australia and the Netherlands, and came to Indonesia in the late 80’s to
learn more about Indonesian culture and language. She is married to a Javanese man, and makes
her home in a rural village. She is both cultural insider and outsider.
Her personal relationship with Indonesia, as well as her experience teaching, running, and
owning an English language school in Jogjakarta provide her with unique insights into the
Indonesian classroom. She and I met several times before conducting the focus groups, and she
had watched the video with me after it was edited. We discussed and identified sections in the
video that were interesting to both of us.
Data sources
Data sources for this study include focus groups and classroom artifacts Focus groups
were chosen for data collection purposes to provide participants an opportunity to reflect and
build upon each other’s responses to the video. This approach of melding multiple perspectives
to create a textured interpretation of malu in the EFL classroom aligns with the original
methodology introduced in Preschool in Three Cultures (Tobin, 1989). Cultural norms suggested
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by pilot studies and experiential knowledge indicate Indonesians may be more comfortable
discussing topics related to emotions in a group, which makes this methodology appropriate.
Classroom materials include textbook lessons. These were collected to provide a more
concrete understanding of the prescribed lessons and their relationship to the applied lessons.
Focus groups. Focus groups were held with an interpreter where appropriate. All focus
group data were recorded and transcribed. Translation and reverse translation was used to ensure
data quality. Member checks were conducted via email when necessary.
Classroom materials and resources. Artifacts collected for this study consist of two
books recommended for Kurikulum 2013 (Curriculum 2013), “Pathway to English for Senior
High School Grade X, General Programme, 1 (Sudarwati & Grace, 2013b)” and “Pathway to
English for Senior High School Grade X, 1” (Sudarwati & Grace, 2013a). The “General
Programme” book was the book the students were working on in class as I filmed. The standard
book is also used in this class, although it was not used on the days I filmed.
Ensuring data quality
Power. Any discussion of Indonesia is incomplete if we do not account for social status
and how that affects interaction. Status is directly related to power, and it can be earned or lost in
a manner of seconds. Westerners are generally thought to have a relatively high status because
they are perceived as wealthy. This may have prevented some participants from saying or doing
anything that they believe would offend me. I had strong research relationships with the private
school teachers and spent several days in the teacher’s room and one night at a teacher’s house in
order to help them become more comfortable with me.
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Traditional power constructs are more prominent in Jogjakarta where this study was
conducted. The people in this region put faith in the Sultan’s ability to protect the people on both
a physical and spiritual level. The Sultan is considered a powerful individual, and powerful
individuals attract power on both the physical and spiritual planes (Anderson, 1990).
The advantage to this presence of power in Jogjakarta is that the individuals in this study
are more likely to be halus than in other regions of Indonesia. The traditional mindset is ideal for
a study focusing on Indonesian culture. However, the traditional philosophies of participants may
reveal localized belief systems unfamiliar to western readers and irrelevant to this study. In order
to prevent irrelevant, albeit interesting data from entering the analysis, all lines of questioning
were intended to facilitate answers related to malu or EFL.
Malu. In a study related to malu, malu itself is a possible validity threat. Ambiguity in
interaction is a way to prevent interlocutors from causing malu. If you to make someone feel
malu their response may be to resort to inaction (e.g. silence) or ambiguous responses. Having an
already established relationship with my focus group participants helps prevent silence.
Silence. Participants’ silence is the enemy of the interviewer, however, silence is an
important component of traditional Javanese discourse. Silence, in the Javanese culture, when
appropriately applied, indicates one’s position in the social hierarchy ( Berman, 1998; Anderson,
1990). It is also understood that it is inappropriate to discuss things that are already known
(Berman, 1998). This adds a layer of difficulty for me, as a cultural outsider, in that it is quite
likely that there were conversations in the silence that I was unable to understand. In order to
prevent missing important phenomena in the silence, as I was collecting my data and during
analysis I conducted member checks and discussed my findings with cultural experts.
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Language. Although the interpreter I used is an experienced professional, her
interpretations of participants’ meaning are likely to be different than what the participants were
attempting to convey. Her voice combined with her Western perspective and her experience in
Indonesia added another layer to the discourse. In order to prevent significant discrepancies in
meaning, all data were audio recorded. I transcribed in English, and in Indonesian when possible.
Pauses in dialog were indicated in the transcripts. Reverse translation and member checks were
used, and when appropriate I contacted an expert in Indonesian sociolinguistics or native
Indonesian and Javanese speakers.
Time. The Indonesia concept of time is “elastic.” I allotted two hours for each focus
group, however not all of the meetings took two hours. The private school teachers encouraged
the interview to continue long after I had announced it to be over. In the case of the students, I
had to try to speed up the interview in order to accommodate the teachers’ focus group right
afterward.
As a result of time constraints, I was only able to spend two days filming in the classes.
Classes were canceled due to teacher in-services, national holidays and student ceremonies on
four of the days I had intended to film.
Interruptions. There were multiple interruptions in all of the focus groups. Most
interruptions lasted a few seconds, one interruption during the student focus group lasted about
one minute. Part of this is the nature of a busy day in a school. Interruptions were accepted as
part of the natural flow of discourse in the room.
Reflexivity. As an American researcher with four years of formal training in EFL and
two years of formal training in Indonesian culture, I am a cultural outsider and a novice educator.
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My instinct is to react against this label, arguing I have been informally working with this
population and studying the language and culture for approximately five years. However, to
dispute my position does not strengthen the validity of this study. I am an American who has
lived in America most of my life.
In order to provide a counterbalance for my lack of experience, I have dedicated the past
two years to formal study of this population, the culture, and Indonesian history. I have also
conducted three pilot studies involving Indonesian teachers and am under the guidance of
university faculty considered experts. I also relied on my interpreter, who would be designated as
a cultural expert, for feedback and insights during data collection.
Researcher as the “expert.” The public school and private school teacher focus group
participants had many questions for me about what was happening in the classroom. They were
interested in details about the classroom experience, as I had experienced it. I handled this by
redirecting them to discuss their impressions.
The interpreter’s voice. I used an interpreter, however, the interpreter herself became
involved in the data. When reviewing the transcripts and the audio, it became apparent that her
voice and her impressions of the culture and of teaching in general were occasionally woven in
with the responses of the participants.
Her involvement was more apparent during the focus group with the students, in that she
would occasionally respond to my questions of, “what is happening here?” before the students
had an opportunity to respond. However, she did always turn to the students and tell them what
she saw, and then asked them if she was correct. The students did not always agree with her and
were willing to elaborate on her statements whether they were contradictory or consensus.
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Methodology
Multivocal videographic ethnography is uniquely suited for this study because it provides
multiple interpretations of the use of malu captured in a single, fixed video from multiple
perspectives of institutional insiders and outsiders (i.e., school insiders and outsiders). The
designation of school insider was given to teachers in the school where I filmed, and students in
the classroom. School outsiders is a designation given to the private school teachers. The
similarities (consensus) and differences (disagreements) that exist among these varying
perspectives are expected to produce muli-layered, culturally textured answers to the following
research questions:
1. How is malu described in the EFL classroom?
•

Many scholars define malu as “shame,” although many believe that this is a
definition of convenience, not accuracy (Boellstorff, 2004). This study seeks to
learn how the word malu is used in the context of the Indonesian classroom.

•

Is malu described the same in the EFL classroom context as it is outside of the
classroom context?

2. Is there a relationship between malu and EFL teacher practice? If so, how is this
connection shown (or not shown) in the EFL teaching?
•

Do Indonesian teachers and students experience malu differently in the EFL
classroom?

•

Is there a difference in how students, teachers, and other educators interpret the
presence of malu in the EFL classroom?

•

How do these interpretations and experiences connect to EFL teaching?
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3. How is the communicative approach adapted in the Indonesian EFL classroom if malu is
present?
•

Do students, teachers, and other educators find EFL lessons meaningful?

•

What about these lessons is or is not meaningful?

Although I have used the techniques described in Preschool in Three Cultures, this is not a
multi-national cross-cultural study. Rather, I examined the meaning and uses of malu in the
Indonesian classroom, and how it produces implications for the use of Western teaching theory
in an Indonesian classroom.
Analysis
Analysis for the study was an ongoing process. The first stage of analysis began
immediately after I finished the video recordings of the classroom. As I edited the video, I
focused on finding vignettes that I believe to illustrate malu in the classroom, behaviors that
indicate power or status relationships, and classroom behaviors that either appeared unfamiliar or
extraordinarily familiar to me. I then organized these vignettes in a way that makes sense to an
outside observer, focusing on student interactions that indicated behaviors that I perceived as
halus or kasar, indicating malu or a lack of malu.
After data collection began, I transcribed focus group audio data as soon as I received it. I
coded data at this time, categorizing data as “Students,” “Public School Teachers,” and “Private
School Teachers.” First round coding was completed using selective coding methods, looking
specifically for codes and subcodes related to my theoretical framework that I had recognized
manifesting during data collection and filming. The main codes were malu, halus, and “patron-
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client.” Second round coding used eclectic coding methods in NVivo, including in-vivo coding,
descriptive coding, dramaturgical coding, and verbal exchange coding.
Third round coding was attribute coding, which focused on traits that would affect the
cultural and social positioning of individual participants. These included ethnicity, religious
background, and occupation. During fourth round coding I explored simultaneous coding, and
applied axial coding methods to find themes in the data.
Axial coding methods brought to light themes related to participant beliefs about the
concept of a good student, their perceptions of language and how it should or shouldn’t be used,
and how technology has become, from the Western perspective, anthropomorphized and
integrated into the existing social structure.
Summary
The majority of existing research on Indonesian EFL examines the political and
theoretical implications of various approaches to EFL when applied in Indonesia and emphasizes
curricular reform (Musthafa, 2010). This study examined Indonesian specific cultural, social,
historical, and psychological components of classroom interactions that are associated with
English language education (Tharp & Gallimore, 1988; Pennycook, 2010; Crooks, 2013). This
study sought to glean an understanding of the intersection of Indonesian and Western cultures as
they manifest in the Indonesian EFL classroom. Multivolcal videographic ethnography provided
a medium for reflexive discourse among participants (Tobin, 1989; Tobin, Wu, & Davidson,
1989). These discussions provided insight into how Indonesian teachers and students navigate
the intersection of Indonesian culture and EFL lessons.
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FINDINGS

This study explores malu in the context of the Indonesian classroom. It seeks to provide
insight into how Indonesian teachers and students experience malu in an educational setting. It
also looks at the relationship between malu and teacher practice, as well as student learning in
the Indonesian EFL classroom. This study used multivocal videographic ethnography to provide
a medium for the voices of Indonesian public school teachers, private school teachers, and
students to be heard.
In order to situate this study in the cultural and social context for which data were
collected, this chapter begins by providing a description of Bu Adi’s perspectives on Indonesian
education. Although her perspectives may not be generalizable, as the regular teacher of the
classroom I filmed, her insights about the Indonesian education provide a layer of description
that helps us glean an understanding of the classroom. A detailed description of the school and
classroom are also provided in this chapter as a way to situate the data within their context.
The data are presented in six descriptive vignettes from the classroom film. These
vignettes focus on the interactions of six students: Kiki, Mega, Joko, Sita, Dezi, and Eko. The
vignettes are divided into descriptive sections, as appropriate. According to all participants, the
vignettes represent typical Indonesian students on a typical day in school. After each descriptive
section is presented, focus group feedback is included to provide a deeper level of description.
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Context
Bu Adi, a classroom teacher at a public high school in central Java, had offered to let me
film her class. As the time to film came closer, she told me, “My biggest problem is assessment.
It is very difficult to assess students' characters whether they are honest, responsible, discipline,
cooperative. Teachers have to assess the students using some techniques. They are test,
observation, portfolio, assignment, project, and still many more.”
According to Adi, the reason for this change in assessment practices, which had previously
focused on communicative competencies, was political. She told me, “(Politicians’) honesty,
responsibility, discipline, and other attitude are low. Education is the one that is blamed for this
bad characters. The government think that the education failed to create good generation.” By
changing the curriculum to focus mainly on social skills, the government believed they can
create an environment that will foster better character in the next generation.
Teacher in the home
The night before I met with the school’s headmaster to discuss my study, I was invited to
spend the night at my gatekeeper Bu Adi’s house. She lives in a village about an hour from the
southernmost end of the city. Adi prepared my favorite Indonesian dishes as I sat on a mat with
her daughter who read to me from Indonesian children’s books.
Adi joined us once the meal was prepared and pulled out her teaching portfolio. She
explained she is a public servant so annually she must submit a portfolio containing her
credentials, her accomplishments, and sample lesson plans. Student accomplishments were also
listed, and she smiled when she told me about a recent trip to Malaysia for a UN speaking
contest with one of her students.
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In the back of the portfolio were letters from her daughter’s teachers heralding her
daughters’ academic and social accomplishments, including her daughter’s winning of a Kartini
beauty pageant. These were followed by her daughter’s report cards for the past year.
I asked her to tell me more about this, and she explained “a good teacher has a good
child.” She explained that because of her position as a public servant, she could potentially lose
her job if her daughter did poorly in school. Adi went on to say, “A teacher must be a good
model in all things, but maybe, if my daughter has some problems and I try hard to fix them, it
won’t cause trouble.”
Without a teacher
The day before I began filming, Adi fell ill and was taken to the hospital. There was no
teacher on the days I filmed. All of the participants described the lack of teacher as typical.
Teacher absenteeism is an ongoing problem in Indonesian schools (Jalal et al, 2009) and
substitute teachers are not usually provided. Classes are held despite the lack of teacher
supervision and students are required to complete assignments.
Use of language in the study
Across Indonesia many people speak at least one of several hundred native languages of
the archipelago in informal settings, relying more heavily on Indonesian for formal discourse.
This study took place on the island Java, which is where the capital of Indonesia is currently
situated, and has historically be the center of power in Indonesian politics (Anderson, 1990). In
daily interactions, Javanese people often code switch between Indonesian, English, and Javanese;
using what is referred to as bahasa campur (mixed language). Speaking bahasa campur is a
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common practice in Indonesia (Murliaty, Gani, & Tamsin, 2013). All participants spoke bahasa
campur during data collection.
The unsaid. Traditional Javanese patterns of communication discourage interlocutors
from discussing that which is assumed to be prior knowledge (Berman, 1998) and malu,
according to Hildred Geertz (1989) is known by all, including “children as young as three,” the
knowing of which is “thought to be the first step toward growing up” (p. 111). The combination
of these characteristics of Javanese culture lead to an occasional glaring absence of discussions
of malu in this study.
This indirect discussion of malu is indicated in how teachers addressed the topic of malu
students. It is in this absence of direct discussion that malu manifests itself in the different ways
students and the teachers addressed malu. Siti told me one of her classmates was feeling malu,
however both the public and private school teachers did not indicate a specific student was malu.
Tara is the exception, in that she indicated one student was behaving malu. Tara was the only
participant who is not Javanese.
It is in this absence of direct discussion that malu manifests itself. I am identifying malu
as Keeler (1983) did, as an “awareness of vulnerability in interaction.” Malu is indicated by the
participants’ assumptions of knowledge we shared. As Laine Berman (1989) addresses in her
study of silence in Javanese discourse, “The unspoken information that shapes Javanese
interactions takes the form of ellipses… what is known need not be said” (p.26). Because I am an
adult, and because it was known by my participants that I knew Bu Adi, it is assumed that I
know malu. If my participants had taught me all they knew of malu, they would have been
instructing me as if I were a child.
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Video context
Before I filmed I asked Bu Adi which of her classes I should film. She told me it was my
choice, so I asked her which class she thought I might like to film. She said the Friday class
would be better. I inquired about the characteristics of this class that would suit my needs, and
she told me “This class is the nicest.” She wanted to know if this was okay, and I agreed to film
on Fridays. I asked what is nice about these students, and she said, “They’re all good character
and respectful.” She then went on to tell me that some of the students are malu, but not all. Malu
is usually considered to be a situational, not a personality trait (Geertz, 1989; Keeler, 1983). Bu
Adi did not elaborate on this, and since this conversation occurred during an informal visit, I did
not press her.
This way of describing students as having the trait of malu as opposed to experiencing
malu was interesting to me. I had been previously viewing malu as an emotional experience that
one learns to activate in order to indicate cultural competence (Geertz, 1959). When it came time
to film, I took Bu Adi’s description of her students of “being malu” as a cue. As I was filming, I
was looking for students who were consistently exhibiting behaviors associated with malu. These
behaviors include lowered eyes or head and quiet voices.
On arrival
It was the dry season in May of 2014. I pulled up to the school in a becak, or a traditional
bicycle taxi. I was one of many becak passengers near the school, however most passengers were
heading to and from a busy nearby market. The driver and I had discussed payment in advance
and he helped me out of my seat and then crossed the street to wait for me.
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The school was located off of a busy street. There was a low, white, concrete wall
surrounding the campus, styled in the traditional Javanese fashion with swooping curves and a
pointed roof covered with rippled clay tiles over the front gate. In the morning there was a bustle
of activity, with dozens of motorbikes parked within inches of each other at the gate’s entrance.
There was a parking attendant who helped students move their motorbikes closely together, and
a security guard to assist him.
Upon entering the school compound it appeared small, the short long administrative
building was situated close to the wall. Right outside of the door there was a shaded seating area
which was clean and designed for use, with intricately carved wooden couches, a small table
with a glass tabletop and carved wood legs, and several potted plants. Three male teachers
smoked clove cigarettes and drank tea, and a helper walked by emptying the glass ashtray as
soon as one of them put out his cigarette.
It was possible to enter the campus either through the teachers’ room, by going around
the administrative building, or through a covered, outdoor hallway between administrative
offices. Once on the campus, there were strips of classrooms circling an open field. Each
classroom door opens into this field.
The buildings all had eaves that hung over a narrow brick sidewalk for protection from
the rain in the rainy season, and copper colored pedal sinks for hand washing were placed in
intervals to wash of the dust and sweat during the dry season. Birds of paradise and snake plants
sprung from planters along the walk, and spiders and lizards scurried along the walls. For the
ritual hand and foot washing before prayer, there is a low trough outside of the campus masjid
(mosque), which was located near the administrative building.
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The student body is comprised of mostly athletes, and in the bright, tropical sun, one
could see girls and boys doing calisthenics or playing football (soccer) in the field, everyone in
their long sleeved uniforms and the girls with their heads covered with headscarves. On the day I
filmed, it was Friday, the day of the week where public school students and government workers
wear brightly colored batik prints to show national solidarity. As I passed, students were entering
and exiting classrooms. The boys waved to me and yelled “Hello mister!” and the girls smiled
and bobbed their heads in greeting as I passed by them.
In the classroom
The classroom was not air-conditioned. It had jalousie windows along the front and back
walls, or windows made of parallel glass slats that are tilted open and shut in unison. It, like the
other classrooms on campus, had a very high ceiling with small, square, unscreened windows
where the wall and ceiling meet, as well as a ceiling fan. The doors to the classrooms were left
open for ventilation; it was close to 100 degrees Fahrenheit outside, with not much of a breeze.
There were portraits of the president and the vice president hanging on the wall near the
whiteboard at the front of the room. Student artwork hung on the walls near portraits of various
national heroes. The desks were large and wooden, set in rows, two students per desk. The
teacher’s desk was situated at the front of the room near an outlet and there was a projection
screen rolled up near the ceiling and a stick to pull it down.
Kiki and Mega
I filmed Kiki and Mega as they worked together to complete an assignment from
Sudarwati & Grace’s book, “Pathway to English” (2013). They were not participants in the focus
groups but gave permission to be filmed. The following sections will include detailed
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descriptions of Kiki and Mega’s interactions with one another as well as insights from the focus
groups.
Try, try again
When I first started filming Kiki, her head was turned down, her nose inches away from
the book on her desk. The crown of her jilbab formed a tent that hid her face from the room as
her left arm sat crooked next to her book. Her left hand hovered in the air above her head and she
used her left thumb and index finger to punctuate her words as she read aloud from the book, her
hand moving in circular patterns. Her right index finger rested on the book, slightly bent with
pressure. When her desk-mate asked her a question, both of her hands lifted from their positions,
her left palm opening, raising her fingers in a controlled movement. These movements were
reminiscent of the hand movements associated with the Serimpi dance, traditionally done in the
Sultan’s court in Jogjakarta.
Kiki and Mega shared one course book (Sudarwati & Grace, 2013) for the duration of the
class. Their task was a jumble word assignment, where they worked to put the following words
in order to form a grammatically correct sentence:
“Contagious-And-Types-Diseases-Of- Are- Infectious diseases” (p. 12).
As they worked, Kiki’s head was down, and Mega’s body was turned toward Kiki. As
Kiki tried different combinations of the words. She said “Contagious disease are of infections,”
and then reached for her phone, swiftly typing as Mega continued to read aloud.
Assessing for care and sympathy. As per Curriculum 13 (See Appendix D), teachers
assess students on their “mengucapkan (manners/modesty) and care in performing
communications” and “their ability to function socially by speaking with a sympathetic feeling.”
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Teachers also assess students according to the behavioral criteria of, “caring, cooperative, peace
loving, and responsible” (p. 5). Bu Ka (public school teacher) told me that the introduction of the
new curriculum has changed the role of the teacher, “We’re actually monitoring them while
they're doing their tugas (task) so, this is happening (pointing to the book), but we’re actually
looking at their skills in socializing helping the others and so on. That's what we’re grading them
on, not so much this...(points to the book).” Students are being graded on their ability to socialize
in a caring and cooperative manner. Content knowledge is a priority, however, it is secondary to
developing strong social skills.
Sharing, communication, and comfort. Siti (student) explained while watching Kiki
and Mega interacting, “We prefer to work together because we can share any problems, we can
ask our friends questions.” The rest of the students agreed that sharing problems was important
to them, which indicates a recognition of their classmates needs as well as their own. Learning is
a social experience that requires recognition of vulnerability in one another
During the focus group Siti (student), told us that Kiki and Mega looked relaxed working
together, and Aka (student) added, “When we work with friends we are really relaxed.” The
public school teachers also believed the students were relaxed. Bu Ka (public school teacher)
said, “It’s good to see because we can see these students are actually lively and enjoy the class, if
the teacher was there, they'd be more serious.” The other teachers laughed and agreed to this
statement.
Tara (private school teacher) noted, “They’re in the moment.” Kati (private school
teacher) added on to Tara’s statement by saying, “I would be afraid if they are too comfortable in
the same group they wouldn't be able to communicate (in English).” She then went on to say, “(if
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students are working with their friends) they know if they don't do anything their friends will be
okay.” The other private school teachers agreed with her. From Kati’s (private school teacher)
perspective the practice of grouping students with friends is counterproductive in the EFL
classroom because students are less likely to speak in English if they’re with friends.
Technology as a helper. Tara and Nya (private school teachers) acted surprised when
they saw Kiki and Mega using the phone. Nya said, “what are they doing?” Tara responded,
“They’re not supposed to do that,” and then explained they should be using a paper dictionary.
Nya added, “but if it is without supervision from the teacher, whoa. It happens a lot.” To Tara
and Nya, the phone made it too easy for students to find answers, and it is too tempting to use the
phone as a distraction from academic tasks.
Kati (private school teacher) saw the phone use as a replacement for the teacher. “Their
phone is their helper.” Without a teacher in the room, the students had no way of asking someone
more knowledgeable about the material for help.
“At least they're taking advantage while the teachers not there to have assistance.
And the only assistance they can get if they can't talk to you, is the phone. But at
least they're using it the way they're supposed to, and not you know, looking up
other things.”
She saw Kiki and Mega as having a need for a more knowledgeable other, and they used the
phone as a knowledgeable other in the absence of the teacher.
Technology as a key to knowledge. The teachers in the public school did not address the
use of the phone directly, but indicated the use of the phone as they explained the requirements
of curriculum 13. When Bu Umu (public school teacher) saw the girls working together with the
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phone she said, “They’re helping each other trying to come up with the solution by talking about
it and looking at the dictionary.” Because Kiki was using the phone to find answers that one
could reasonably predict she would share with Mega, the act shows cooperation and therefore
meets the criteria of curriculum 13.
The teachers in the public school also saw the phone as a way for students to develop
problem-solving techniques. Bu Ka (public school teacher) told us, “In the new curriculum we
are not really teaching, we're facilitating and motivating so the new curriculum is all about
‘here's the work, now how can we best create an environment for you to do that work rather than
teaching.’ They have to find their own answers, their own solutions.” By teachers allowing
students to use the phone to find answers independently, they are creating an environment that
facilitates learning.
Summary. As participants responded to the section of this section of video, the public
teacher discourse focused on assessments, care, socialization, and working independently of the
teacher. Participants from each of the focus groups (students, public school teachers, and private
school teachers) noted Kiki and Mega appeared relaxed and were enjoying the lesson. The
private school teachers discussed the use of cellular phones in the classroom and the way
students were grouped together with their friends.
Malu and laughter
As Kiki typed in her phone, her jilbab seemed to form almost a tent over her phone,
which she held approximately six inches from her face. The students in the focus group said she
has trouble seeing the screen because she never wears her glasses as she should. She read slowly
and deliberately from the screen as she tapped her finger rhythmically in time with her words.
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Dezi ( student) told us that Kiki moved to the next question because the question they
were working on was too difficult. Both girls’ fingers followed the words on the page as they
read aloud, Mega crowding closer to Kiki as they worked. Kiki did not move away, but kept her
head down, focusing intently on the task. The words they were trying to order were: “Annual- InIs –Different- The- Average- Each region- Rainfall” (p.13)
Mega kept her fingers on the pages of the book as Kiki continued to punctuate her words
with hand movements. A classmate spoke to them, which made both girls laugh, Kiki
temporarily covering her mouth before she refocused on the task. She began saying, “The
annual…” which made both girls laugh. Kiki then corrected herself, “The average…” and then
went back to saying, “The annual” followed by different combinations of the words. She then
asked in Javanese, “’annual’ apa?” (what is annual?) and then without a response from Mega,
she said what she thought it was and then checked her phone for the answer.
The two girls worked through the next question in bahasa campur (mixed language), a
combination of Indonesian and ngoko (informal Javanese). As they switched to English, reading
from the book, they moved from question to question, attempting to unscramble the shortest
sentences first.
Javanese in the classroom. The public school teachers told me that their use of Javanese
in the classroom met the requirements of Curriculum 13. Bu Ka (public school teacher) said, “in
the new curriculum they have to give personality and behavior affective cognitive and motor” Bu
Umu (public school teacher) overlapped with Bu Ka starting with “affective.” Bu Ka then went
on to say, “if they are using the languages that's when they the motor skills.” The act of speaking
in Javanese meets the requirement of motor skills.
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However, when Tara (private school teacher) heard Kiki and Mega speaking together in
Javanese she said, “That's because there's nobody watching them: They discuss about the topic in
Javanese language.” The other teachers in the private school focus group agreed with Tara. The
students had no remarks on the use of Javanese in the classroom.
What to do if a student is malu. When Siti (student) saw Mega and Kiki laughing, she
told me Mega turned to Kiki and told her “Aku malu!” (I [am] malu)” after I stopped filming her.
Siti said Mega is always malu, and didn’t know how to respond to me filming. Siti said Kiki
responded with “tidak apa apa, ayo” (no problem, let’s go).
When Tara (private school teacher) saw Kiki and Mega laughing together, she pointed to
them and said “when you’re malu you just laugh.” According to Bu Ka and Bu Umu (public
school teachers), teachers often pair malu students with students who aren’t malu, because
students who aren’t malu keep the malu students motivated. Bu Umu (public school teacher) told
me, “(Mega) knows more, she is helping her friend.” As Bu Umu said in her discussion of group
work, “I choose the group so that I get the active students with the non active students together
and that will help the ones that are malu.” The other teachers all nodded in agreement, repeating
“active students help the ones that are malu.” This provides an environment where malu
students are assisted by those who are not malu.
Summary
All of the participant voices in this section recognized Mega as feeling malu. Tara
(private school teacher) and Siti (public school teacher) both pointed to Mega and indicated she
was feeling malu. When Mega and Kiki were on the screen, Bu Umu (public school teacher) did
not point to Mega, but did discuss how to group malu students effectively.

70	
   	
  
	
  
There was a consensus among particpants that the girls appeared relaxed and were
enjoying their lesson. According to the public school teachers, Kiki and Mega worked well
together because Mega is malu and Kiki, as an active student, helps Mega. This indicates that
malu is a trait and not a situational experience. Kiki is an active student, which, according to Bu
Umu’s phrasing (“I get the active students with the non active students together and that will
help the ones that are malu”) indicates malu is the opposite of active.
Joko
Joko was a participant in the focus groups and also gave permission to be filmed. The
following sections will include detailed descriptions of Joko’s interactions as filmed in the video.
It also includes the focus groups responses to these interactions.
Negotiating description
Joko was a lively student, he moved from desk to desk, working first in a pair and later as
part of a group. He spoke loudly and his gestures were animated. I associated these mannerisms
with kasar, or lower status, less refined individuals, so I focused on him as I was filming.
At the start of the class he was working with his desk mate, Ucok, toward the back corner
of the classroom. The two of them were busy trying to determine the meaning of “describe.”
Joko asked his classmates to the right of him for assistance, Ucok relied on the phone. Joko’s
understanding of the word “describe” was similar to “explain” as a teacher would explain. Ucok
appeared to have a contradictory answer. When his classmates suggested he write down
“describe,” Joko said, “nego, nego” which is short for “negotiate” and gestured toward Ucok
who was busy trying to find the answers on his phone. Joko then made a gesture as if he were
smoking something, as he turned his eyes toward Ucok and laughed. Once Joko and Ucok were
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finished with that section of the assignment, Joko stood next to his classmates’ desk. A student
behind him was resting his head on the desk with his eyes closed.
Sleeping on the job. When the public school teachers watched this portion of the video,
their attention was drawn to the sleeping student. According to Bu Ka (public school teacher),
“He's using the time to have a sleep because there’s no teacher.” Bu Kasa (public school teacher)
suggested that if a teacher had been in the room, she would have frightened the student awake by
asking him how much of his work he had completed. Bu Umu (public school teacher)said she
wouldn’t do that, “I would do the opposite. I wouldn't yell out to him. I’d go up to him and say
what's the problem? Are you tired, go out wash your face then come back, we'll work it out
together or talk about it.”
The students in the focus group laughed when they saw the sleeping student. Aka
(student) told us, “(We’re) laughing at him because he's sleeping on the bench… when he's
finished he usually goes like that (sleeping), and he often finishes first but not always.” They saw
sleeping as an indication of being finished with their work.
Both the students and the public school teachers noted the sleeping student. They did not
comment on Joko’s interaction with his classmates. The private school teachers did not comment
on this section of the video.
Passing the assignment
The student behind Joko woke and arched his hand out toward Joko, creating a scissor
like movement with his index and forefinger. Joko responded by bowing low and offering the
answers he and Ucok had been working on as if he were a servant (Anderson, 1990). He spoke in
low Javanese, saying “here it is,” which would be incongruent with his status if he were a
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servant, which indicates this act may have been satirical. When the student received the paper
with the answers, he went to work and checked them against his own, copying occasionally.
Not knowing. The public school teachers were in consensus that this exchange was not
cheating, but instead a way for the students to check their answers against that of his peers. Bu
Umu (public school teacher) said, “I don't think he's cheating, because if he was cheating he
would just look at it straight away and start writing like this but what he's doing is read it all
slowly and then he's looking at the work and he's writing and he's referring to his work so they
think he's actually just trying to check is his work.” Bu Ka (public school teacher) said, “he
might be finishing off, the ones he can't understand.” The other teachers in the focus group
responded in agreement to this statement. Joko was helping his classmate find the answers he
wasn’t able to find on his own.
The private school teachers responded to this interaction differently than the public
school teachers. The following exchange occurred between the private school teachers (Nya,
Tara, and Kati) when they saw the previous section of the video:
Nya: Is he copying?
Tara: He's copying I think.
Kati: He might be copying.
Nya: There he is yes. Obviously. Huh.
Kati: His friend is justTara: Lazy.
Nya: Yeah. It's either laziness or because he's frustrated or he doesn't know what it is.
Tara: There's only two options.
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Nya: I think, I think for him for like the later. Like, he doesn't know.
Tara- He doesn't know. He got frustrated.
Nya- Because if he was being lazy he'd prefer to just sleep.
Although Tara originally stated the student was being lazy, Nya disagreed, saying that if
he were lazy he would be sleeping. According to Nya and Tara, being lazy and being ignorant of
the material are not synonymous. Kati may have had a different insight but was interrupted by
Tara.
When responding to this section of the film, Aka (student) said, “when we're in a test,
after we've done a lesson like this, we’re in an exam. We remember it because we asked
someone.” The act of asking for another student’s answers increases vocabulary recall. The other
students in the focus group shook their heads in agreement with this statement and said “same.”
The three focus groups responded differently to this section, but none of the participants
indicated this practice was “cheating.” Tara (private school teacher) suggested copying answers
was an indication of laziness, however, Nya (private school teacher) did not believe “lazy” was
an applicable descriptor of this particular situation.
Summary
The public school teachers and the students noted the sleeping student behind Joko. The
private school teachers did not respond to this section. The public school teachers suggested
different ways of interacting with sleeping students; one teacher suggested frightening the
student awake and another suggested the student wash his face before he got back to work.
Participants from all three focus groups saw a benefit to sharing answers. Both the public
and private school teachers indicated that sharing answers is not cheating. The students saw
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sharing answers as helpful for vocabulary recall. This section focused primarily on the
importance of sharing information.

Sita and Dezi
The following vignette focuses on Siti and Dezi. Siti and Dezi were both in the film and
focus group participants. At this point in the film, Joko was sitting near Siti and Dezi, but was
not interacting with two girls on camera. In the following section the public school teacher and
the student focus groups provided their perspectives of the vignette. The private school teachers
did not provide relevant data for this section.
Punching
I chose to film Dezi and Sita after I saw Dezi shake her hand and tell Joko, “If you don’t
stop it, I’m going to punch you.” Although none of the participants were able to hear what Joko
had said to her to illicit that response, teachers in the focus groups saw this as an indication that
Joko had been annoying Dezi.
Just joking. When Dezi threatened to punch Joko in the video, the students all laughed. I
asked why they were laughing and they all responded, “Just jokes.” The public school teachers
also saw Dezi’s threat as a joke, and Bu Ka (public school teacher) said, “We would understand
it wasn't a real hit so we would analyze it.” However, Joko would be in trouble for annoying
Dezi. Bu Umu (public school teacher) said, “ he would get a minus for that because he's
annoying the girl. So that would be a minus for his behavior. Affective.” The other public school
teachers echoed said “same” after Bu Umu spoke. The private school teachers did not respond to
this section of the video.
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Finding answers
After she threatened to punch Joko, Dezi went back to her work. Sita was reading an
excerpt from the book. Dezi read the Wikipedia article that was cited in the book (See appendix
F) on her phone. The girls read out loud, slowly and carefully; Dezi from Wikipedia and Sita
from the book. Once it was confirmed the text was the same, they began to write the answers
from the Wikipedia page.
Working together. The students were open about Sita and Dezi copying their answers
from Wikipedia. Aka (student) told us, “And so everyone wanted to know--‐ oh! Where'd you
find it? And they've got the answers from (Wikipedia). So they were like the champions of the
class.” They were able to find the answers and then disseminate the information to the rest of the
class, which gave them a position of prestige.
Neither the public school nor private school teachers said anything about the girls using
Wikipedia for answers. The public school teachers focused on the dissemination of information
and the importance of social skills in the classroom. According to Bu Ka (public school teacher),
“We choose the one who can do the task so that's the one who shares the information.” She told
us, “whoever's speaking we’re giving points for their behavior and the way they're socializing.”
Summary
In Siti and Dezi’s vignette the public school teachers emphasized dissemination of
information. Students were graded on their ability to socialize, because appropriate socialization
was key for information dissemination. Any interaction that would interrupt the dissemination of
information (such as annoying behavior) was considered problematic.
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Dezi, Joko and Sita
Joko, Dezi and Sita started working together toward the end of the class. The student
focus group did not contribute relevant data to this vignette.
Giving up
Joko moved to sit with Dezi and Sita to do the jumble word portion of the assignment.
Dezi told Joko and Sita “Personally, if the jumble words are too hard, I can’t do them.” She
rested her chin on her hands and put her head down as Dezi and Joko read from the book. The
students behind Joko started asking Joko, “what’s the answer?” repeatedly. Joko told them he
didn’t know yet, he was still thinking. Dezi continued to rest her head on her chin and tapped at
the book with her pen. Sita tapped at her phone with her fingers, seeking the answer.
Joko worked on a different question than Sita on his own, and the students behind him
continued asking for the answer, to which Joko responded “I’m not a dictionary.” He continued
to work until the boys behind him addressed him, at which time he looked in their direction and
then leaned in toward Sita and said “What?” to her as if she was the one who had spoken. She
had not. Dezi gave up on working, saying again that the work was very hard. She stared ahead,
as Sita and Joko worked.
As he and Siti worked, Joko announced that his mother sent him a text message on his
phone while he was looking at an on-line dictionary. Dezi, still not working on the assignment,
immediately responded, “Why is your mother worried about you?” Joko did not respond to her
but kept looking at his phone. Shortly after this, Dezi asked to go to the bathroom.
Three isn’t enough. Bu Sari (public school teacher) told us if there were four students
she would have stayed motivated, “You’ve got to have one student that knows what they're
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doing because otherwise the whole group’s grades will drop because nobody there knows what
they're doing. That’s why it's important to have a group of four and at least one of them will
know what's going on and the other three can ask.” The other public school teachers in the focus
group agreed with her. She saw Dezi’s lack of motivation as a result of having too small of a
group working together. The private school teachers and the students did not contribute relevant
data to this section.
After school plans
Later Sita and Joko made plans to do something after class, Sita asking Joko to promise
to keep the plans and then telling him that he is her enemy. They eventually shook hands,
solidifying the plans. Joko told us, “After we do the final test to go to the next level, they (Sita
and Dezi) want to go out and go to the zoo together, they invited me and said, ‘you promise you
promise?’ and we shook hands on it.”
Flirting. Kati (private school teacher) saw this as flirting and inappropriate for the
classroom.” Kati said, “Fine, the fun and the flirtation is alright but really, to if you really want to
understand what you're learning, I'll teach you. I'll set you straight. That's what you're supposed
to do.” Although students are being assessed on their ability to interact in a socially acceptable
way, and it is not taboo to flirt, this behavior was not considered appropriate for the classroom
and counter-productive in the learning environment. The students and the public school teachers
did not contribute relevant data to this section.
Summary
The public school teachers felt that in order for students to be motivated there must be at
least one student who knows the answers and who can share them with the other students; the

78	
   	
  
	
  
more students in a group, the more likely one of them will know the answer. Learning occurs
through socialization. However, Kati (private school teacher) indicated that not all socialization
is appropriate for the learning environment; flirting inhibits learning.
Eko
Eko was not a participant in the focus groups, but he agreed to be filmed. In the film Eko
interacted very little with his classmates, however, the public school teachers and the private
school teachers discussed him during the focus group. Discourse about Eko focused on his
position as the head of the class.
Working alone
At the beginning of the class, Eko worked with another student to figure out the
requirements of the day’s assignments. As soon as he and his desk-mate finished working
together to interpret the instructions of the task, Eko began working alone. Eko did not interact
with the other students very much, nor did he rely heavily on his phone for answers. He wrote
down his answers in one notebook, and toward the end of the class he borrowed a book from
another student to check his answers before he wrote them in another book.
Duties of the head of a the class. Tara (private school teacher) noticed Eko working
alone and then said, Tara indicated, “Maybe no one wants to work with him.” After a moment of
watching him, she identified him as the head of the class. She said:
“When I was like back in high school, they're supposed to have a teacher, but because
they have their own classes you know, so the schedule the time, like they can't match the
times, they also have another class. I've been in classes like that. So sometimes it's just
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head of class, they give us like, our teacher give us this or ask us to do this, you can finish
today, and then give her tomorrow, report like that. Normally like that.”
Traits of a leader. According to Tara (private school teacher), sometimes students are
jealous of the head of the class. She said of the head of the class “it’s obvious that he’s very
outstanding in the class… Academic and personality as well.” According to her, the head of the
class is “often quite good looking,” always smart, and always a boy. Tara explained that girls are
not chosen to be the head of the class because their menstrual cycle makes them irregular. She
told us, “when girls, they're having their period, their moods are up and down.”
According to Joko (student), Eko was “one of two Indonesian students, one was from
Lampung, one was from Jogja chosen as representatives at a UNESCO conference.” According
to Bu Ka (public school teacher) Eko’s accent was very good. She then went on to say “when
one of the students has got a good accent we all we often um uh.. tease him or her like you're
going to be the like, the ambassador of Indo.” Bu Sari (public school teacher) said students who
are often singled out become, “scared that they'll be seen as arrogant or show off so then they
won't actually, you know, speak.
Power of one. When Nya (private school teacher) saw Eko copying from his classmate’s
work she said, “Because it's not a test, it's not a quiz so, it's like only assignment. Like my
mindset when I was back in high school, yeah if it is only an assignment then I can share with
my friends, you know. But when it comes to quizzes or tests, then I would not allow people to
look at my answers.” By remaining on task throughout the class Eko was showing that he was
able to work independently from the teacher, as per the requirements of Curriculum 13. When
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speaking of Eko, Bu Umu (public school teacher) said, “He has to find his own answers, his own
solutions. Senderi (alone).”
Summary
When speaking of Eko, the Joko (student) spoke directly about Eko’s accomplishments.
Tara (private school teacher) spoke of his status as a leader in the class, and Bu Umu (public
school teacher) spoke of the strength of his ability to work alone. Bu Sari and Bu Ka (public
school teachers) spoke of his humility, and Nya related to him copying answers off of his
classmate’s book. All of these perspectives melded together create a complex amalgam of traits
that indicate a halus individual. A leader should be physically attractive, speak little, and be
perceived as putting forth little effort to complete tasks (Anderson, 1990). He should be even
tempered (Keeler, 1983) and he should be male (Brenner, 1995). According to the participants,
Eko fits all of these qualifications.
The Salim
The following section includes the prayer and the salim, both traditional gestures of
respect. The prayer indicates respect for a higher power, and the salim, respect for elders.
Before we go
At the end of the class the students began to close their books at the almost inaudible
sound of the first bell. They returned their course books to the front of the class, packed up their
belongings, and moved to chairs that were not necessarily near where they had been working.
Some students rested their arms on their desks, some looking at their watches, some chatting, and
laughing. One girl in the front said, “Be silent,” as other students shushed their classmates who
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had not yet settled into their seats. Once the class became quiet, Eko said, “Before we go, let’s
pray together. Pray together.” Students lowered their heads in silence.
After prayer, all of the students began to rise to leave. I quickly attempted to set up the
camera on a small tripod on the desk as a few students shouted, “Thank you miss!” I responded,
thanking them, and then they began approaching me. The first student to approach me with her
hand outreached was Rini, the highest scoring student in the class. She took my hand and swiftly
but gently placed the back of my fingers to her forehead and then touched her right hand to her
heart. All 28 of the remaining students followed her suit, some pressing their fingers to their
cheeks, others to their foreheads. Some just squeezed my finger-tips, and many of them saying,
“Thank you Miss!” in what sounded like a sing-song tone as they walked swiftly out the door.
The prayer and the salim. The public school teachers and the students did not provide
any useful information about the prayer. Kati and Tara (private school teachers) provided the
following information about the prayer:
Kati- They do their typical every-day prayer…. Before they startTara- they pray, before they finish they pray.
All participants (students, public school teachers, private school teachers) said the salim
is a sign of respect, but there was discrepancy on the origin of this ritual. When asked what was
happening, Tara told me, “I think it’s Muslim.” Kati agreed with Tara, saying, “I think it's a
Muslim thing.” Nya (private school teacher) disagreed, saying it’s Javanese, a way to show
respect for your elders. “They do it only to their parents, family, teachers and people whom their
parents introduce them to- but not a nanny.” A nanny would be a lower status individual, and
despite her age, would not be owed respect.
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Jatu (drop)
Before the students approached me for the salim, and on their way out of the door, they
conversed with one another. The camera was unsteadily anchored to the tripod, which sat
precariously on the desk. The camera fell from the desk to the floor as it filmed. A male voice
called from the back of the room: “Oh shit!”
Taboo language. The interpreter asked if this section of the film was biasa (usual), and
all of the students in the focus group chorused “noooooo” then giggled. Aka (student) said,
“from movies” and the other students agreed. When Kati, Tara, and Nya (private school
teachers) heard the student say “shit” she said, “did he just say what I think he said?” as she
laughed. Tara also laughed and said, “a lot of people like to say that.”
When Bu Ka, Bu Sari, Bu Umu, and Bu Kasa (public school teachers) saw the camera
drop, they all said, “aduh” (oh no) and then Bu Ka said “jatu senderi” (fall alone)? The others
echoed her question. I explained it had fallen alone. Bu Ka (public school teacher) then said, “It's
pretty much the same as “aduh” except it's not okay for kids to say it... but it's prevalent in pop
culture.” She then went on to say, “maybe they don't understand that it's that level of not being
able to say it.”
Bu Umu (public school teacher) talked of her own students using the word asu (dog), in
class, which is a particularly offensive word. She said, “the kids in my class they'll say asam
(sour) instead of asu, and I’m like, whatever you say, whether it's asam or asu, you're not
allowed to say it because it's the context, it's what you say, it's what's behind the word.” The
other teachers were talking over her as she said this, Bu Kasa and Ka, interjecting with “Maybe
impress” and “from the movies.”
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Bu Sari was the only one silent, and her face appeared to grow tense as the others talked.
She was sweating more than she had been, her brow was furrowed, and her lips were pursed.
Finally she spoke slowly, starting with “In my opinion..,” at which the others became silent. “if a
child said that in a class, because my children are Muslim, I would say, to my child, okay, say
something different to replace that, like the Muslim ‘Forgive me god.’ We must try and teach
them a better way.”
Summary
The prayer and the salim are both acts of respect. The imposition of a taboo English word
during the salim seemed to amuse the private school teachers and make the public school
teachers and the students uncomfortable. This was a juxtaposition of Western taboos onto
Indonesian practices. The private school teachers, who are more accustomed to Western
language and practices were not flustered by this juxtaposition. The students responded to the
juxtaposition by saying it was unusual. The public school teachers saw it as inappropriate and
discussed various ways to address the behavior with students.
Concluding remarks
This study sought to answer the following three questions:
1. How is malu described in the EFL classroom?
•

Many scholars define malu as “shame,” although many believe that this is a
definition of convenience, not accuracy (Boellstorff, 2004). This study seeks to
learn how the word malu is used in the context of the Indonesian classroom.

•

Is malu described the same in the EFL classroom context as it is outside of the
classroom context?

84	
   	
  
	
  
2. Is there a relationship between malu and EFL teacher practice? If so, how is this
connection shown (or not shown) in the EFL teaching?
•

Do Indonesian teachers and students experience malu differently in the EFL
classroom?

•

Is there a difference in how students, teachers, and other educators interpret the
presence of malu in the EFL classroom?

•

How do these interpretations and experiences connect to EFL teaching?

3. How is the communicative approach adapted in the Indonesian EFL classroom if malu is
present?
•

Do students and students, teachers, and other educators find EFL lessons
meaningful? What about these lessons are or are not meaningful?

This study found malu, in the Indonesian classroom, was described as inactivity. It was
described as a trait, and students who have this trait were best paired with students who did not,
as a way to assist malu students. It is not clear if malu was described the same both in and
outside of the classroom.
The relationship between malu and EFL practice was most apparent in the way public
school teachers were assessing student work. Students were assessed on their social skills.
Students were assessed on respectful and cooperative behavior, not academic skills. The public
school teachers implied academic skills would develop through the activation of social skills.
The public school teachers were aware of students’ vulnerability as learners, and in this way,
they experienced malu.
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Students experienced malu differently than teachers; when participants indicated students
were feeling malu, they said it was because students were not sure which social script they
should be following, and as a result, they felt malu. This experience was very similar to Geertz’s
(1974) description of malu as “stage fright.”
These interpretations and experiences influenced the way teachers grouped students. The
private school teachers indicated students should be grouped to facilitate feelings of discomfort
as a way to help them produce English. This was different than the way the public school
teachers group students. Public school teachers grouped students according to ability and
disposition.
Public school teachers adapted the communicative approach by giving students positive
assessments when they used Javanese in the EFL classroom. This is different than the way the
communicative approach is most commonly encourages students to speak in the target language
(Krashen, 1983). Students indicated they found meaning in the lessons through interaction with
other students. If they asked their friends for a definition of a word, they were more likely to
retain the information during tests.
In these six vignettes we saw students working together and alone, passing and copying
answers, praying, flirting, threatening, and cursing. All of these acts took place in the absence of
a teacher, and yet all participants saw reported these activities as typical for an Indonesian high
school EFL classroom. Students were assessed on how they treated one another. The assumption
being, through the activation of social skills students were more likely to complete their
classwork effectively. Students were expected to blur the lines between their social persona and
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their individual sense of self; their main responsibility is to acquire knowledge and disseminate
that information to their peers.
According to the public school teachers, anything that could interrupt this transmission of
knowledge, such as a rude comment or annoying behavior, was considered problematic. Kati
(private school teacher) saw flirting as an interruption in classroom activities. Teacher
intervention was required when these things occurred.
The students did not elaborate on these behavioral infractions, instead said they were
jokes, or things they learned from the movies. These comments could be seen as a way to evade
individual responsibility for undesirable behavior. It has been said that Javanese children are not
expected to take responsibility for inappropriate behavior, instead “Javanese children learn early
that evasion is more effective than direct disobedience” (Geertz, 1989, p. 115). If the students
missteped, like a ballet dancer who looses footing during a grande allegro, they righted
themselves and moved forward as if nothing had happened.

	
  
Chapter 5
DISCUSSION
This study sought to understand the relationship between malu and interactions in the
Indonesian EFL classroom. It used components of Tobin’s (1989) multivocal videographic
ethnography to combine the voices of Indonesian public school teachers, private school teachers,
and students as a way to glean understanding about every-day EFL classroom interactions. These
voices combined present a cultural world where Indonesian teachers and students developed a
“functional adaptation and reinterpretation of Western Educational institutions and cognitive
goals” (LeVine & White, 1986; p. 97) within a post-colonial context (Phillipson, 1991).

What is malu?
This section discusses how Indonesian teachers and students described malu as it
manifested in and out of the Indonesian EFL classroom. The literature describes malu as a
learned emotional experience that is conditional on interaction (Geertz, 1989; Geertz, 1959;
Anderson, 1990; Keeler, 1983; Geertz, 1974). Javanese children are taught to know malu as they
develop into adults (Geertz, 1989). First, we will look at how the private school teachers and the
students described malu. We will then explore the public school teachers’ description of malu.
We will also examine the relationship between these descriptions and Indonesian modes of self
and how they are informed by language, pedagogy and colonial policy.
When you’re malu you laugh
Tara (public school teacher) pointed to Mega and Kiki and said, “When you’re malu, you
just laugh.” When Siti (student) saw Mega laughing, she said Mega is always malu. Neither of
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these statements describes malu, but they are cues that help us indicate when a person might be
feeling malu. The generality of their statements might mean laughter is an indication of malu
both in and outside of the classroom.
To be or not to be
The public school teachers indicated that some students “are malu,” and indicated malu
students are inactive students. The semantic difference between “knowing malu” and “being
malu” is one that we can explore by looking at the public school teachers describe malu in both
Indonesian and in English.
“Knowing malu” is a positive trait that facilitates harmony between children and
authority figures (Geertz, 1959). Although inactivity is encouraged in children as an indication of
malu and respect (Geertz, 1989), it is not usually identified as a fixed trait. To explore the
difference between “knowing malu” and “being malu” effectively, we must examine the
relationship between Indonesian culture and linguistic features.
In Indonesian, one might say, “dia tahu malu.” This translates to “(non-gendered
pronoun) knows malu.” One could potentially say, “dia yang malu,” to mean “He/she is malu,”
however, the word yang literally translates as “that” or “that which.” There is no direct
equivalent of the English verb “is” (also known as a “copula”) in Indonesian (McWhorter, 1995;
Sato, 2008) or in Javanese (Sato, 2008). Without the use of “is,” there is no way to say “he is
malu” in Indonesian. This is a linguistic phenomenon called “zero copula” ”(Pfaff, 1971). This is
phenomenon designated by the absence of a marker linking the subject and predicate that
manifests itself in the absence of the verb “to be”(Pfaff, 1971). The verb “to-be” is expressed in
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the words, “am,” “are,” “were,” “was,” “being,” “been,” and “is.” Without the copula (verb “tobe”) it is difficult to express the fixed state associated with “being” that is common in English.
Since the verb “to-be” does not exist in Indonesian, it is important to be aware of the
nuances of both languages when translating into English. For example, when Kiki describes
Mega as “always malu,” in Indonesian, she is saying, “Dia selalu malu.” The direct translation
of that phrase is “(non-gendered pronoun) always malu.” Although the word “always” connotes
a continual act, without the “to-be” verb, it does not necessarily describe a state of being, nor
does it imply a connection between malu and Mega’s identity. Although the “to-be” verb does
not always indicate a fixed trait when applied in English, it does imply a sense of attachment
between the subject and the experience being expressed.
When Bu Umu (public school teacher) said, “the teacher chooses the group so that they
get the active students with the non-active students together and that will help the ones that are
malu” she code switched, borrowing the verb “are” from English. By doing so, she implies malu
is a fixed trait. Prior literature describes malu as a situational experience (Geertz, 1989; Geertz,
1974; Keeler, 1983; Boellstorff, 2004). By stating some students “are malu” and code switching
between “not active” and “malu,” Bu Umu was describing malu as a fixed state of inactivity in
the classroom. By echoing her statement, the other teachers in the focus group confirmed this
description.
Frame vs. trait
The zero copula phenomenon is relevant to this discussion because our thoughts are
influenced by the language we use. According to John Lucy (1992), there is a relationship
between language structure and habitual thought. He describes habitual thought as “certain
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everyday ways of apprehending and dealing with the world of experience characteristic of most
normal adult members of a culture” (p. 272). Language structure informs our thoughts and our
behaviors within a given language’s cultural context.
Indonesian concepts of power, identity, and self are malleable and dependent on social
relationships (Anderson, 1990). In Nakane’s (1970) discussion of Japanese society, she describes
the tendency for people to group individuals either based on attributes or frame. The frame is a
way of identifying oneself as a member of greater relationship structures, as opposed to as an
individual with specific traits.
This way of grouping individuals is situational, as opposed to categorizing people based
on individual traits. When Bu Ka (public school teacher) stated, “We’re actually monitoring
them while they're doing their tugas (task) so, this is happening (pointing to the book), but we’re
actually looking at their skills in socializing helping the others and so on. That's what we’re
grading them on, not so much this...(points to the book)” she emphasized relationships, which
are malleable, over assigned tasks, which are fixed.
The frame of the name. The act of framing individuals in relation to social structure is
visible on contemporary Java in Javanese naming practices. According to Ariel Heryanto (2007),
“more traditionally-inclined … Javanese acknowledge certain divine links between at least
selected words and events. There is a world where proper names and formulaic words have real
or potential supernatural power” (p. 49). Names link individuals to higher spiritual powers or
events, they do not belong exclusively to the individual with the name. One’s identity, as it is
indicated by a name, does not belong to the individual, but to the divine power to which it is
associated.
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According to Reid and Macdonald (2010) in their discussion of naming practices, the
Western naming system of using a given name followed by a surname which can be easily
identified on electronic forms “places us uniquely as the only such individual in the universe”
(p.2), whereas in other systems “everybody carries multiple names meaningful to different
audiences” (p.2). The Javanese system does not use surnames. It is common for Javanese people
to have a one-word birth name. Individuals are often referred to by their birth order (e.g.
adik/kakak- younger/older sibling), by a designation that informs about marital status (e.g.
Ibu/Mbak- Mother/unmarried woman, Bapak/Mas – father/unmarried man), or as a child
associated with an adult in their lives (e.g. Dia dari keluarga… – Comes from the family of…)
as a way to indicate relationships (Macdonald, 2010; Berman, 1998). By referring to an
individual through the frame of relationships, the process of identification deemphasizes
individual traits. Traditionally, Indonesians do not place an emphasis on traits, but on
relationships. The insertion of the verb “to be” shifts the emphasis onto traits and off of
relationships.
The colonial trait. According to Barbara Rogdoff (2003), “people’s cultural participation
is often addressed in terms of cultural or ethic ‘identity’” (p.77). In Southeast Asia, this way of
categorizing individuals was introduced by the colonial practice of census taking (Anderson,
2006). According to Anderson (2006) this practice was intolerant “of multiple, politically
‘transvestite,’ blurred or changing identifications” (p. 190) that existed in pre-colonial Southeast
Asia. Although categorization of individuals by trait exists in Southeast Asia, it was likely not a
practice that existed before colonial influence.
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Fluid and fixed
Social relationships are important in Indonesia. Knowing how to act with respect in a
variety of situations is considered the first step toward adulthood (Geertz, 1989). When we
explore the zero copula phenomena in Indonesia through the lens of identity in the context of a
frame, the assignation of traits to individuals is incongruent with traditional Indonesian norms.
Traits indicate consistency in behavior as opposed to situational appropriateness. Takie
Sugiyama Lebra refers to an emphasis on situational appropriateness of interaction as
“interactional relativism” (1976). Interactional relativism is when individual action is determined
as a result of an awareness of the relationship between interlocutors (Lebra, 1976). By using the
verb “to be” interlocutors are less able to situate themselves within the frame of immediate
relationships.
Social status as fluid. High status adults must exhibit behaviors associated with malu
(Anderson, 1990). In the Southeast Asian Buddhist traditions that influence aspects of
Indonesian culture, social status is gained and lost through acts of merit, malu in interactions
creates social harmony. Facilitating social harmony is a meritorious act (Hanks, 1962). These
traditions facilitate a social system on Java where social status is fluid (Keeler, 1983). By
categorizing students as malu, teachers were not giving students the opportunity to gain or loose
social standing. This is a way of categorizing students as having a fixed status in such a way that
is not compatible with Indonesian cultural norms.
Fixed states and selfhood. Bu Umu described malu as a fixed emotional state, which is
compatible with the Western sense of self. According to Clifford Geertz (1974), one of the
foundations of the Western sense of self is a desire to find “a composite, a persona, or a point in
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a pattern” (p. 70). Western thought seeks to find generalizability in patterns of behavior and
emotion, whereas Javanese concepts of self focus on the quieting of emotion and refinement of
behavior (Geertz, 1974). Western notions of selfhood are likely to influence this shift.
Language Socialization
By using English to change malu from an emotional experience that is dependent upon
social context into a fixed trait, the teachers in this study are adapting their sense of self as well
as their discourse to conform to Western modes identity and communication. In Shirley Brice
Heath’s (2009) study of child socialization in a U.S. factory town, she describes working class
American children as being “expected to… learn to label and name the attributes of real-world
and book objects” (loc. 3088). In Javanese households children are expected to know malu, care
for siblings, and fear strangers (Geertz, 1989). The act of identifying traits in English positions
the Javanese English speaker in such a way that communication focuses less on the relationships
that are emphasized in the Javanese household. In this way, the mere act of speaking in English
changes the speakers’ worldview (Pennycook, 2010).
Activity and social status
Bu Umu (public school teacher) described malu students as “non active students.”
Traditional Javanese patterns of discourse and descriptions of power emphasize a sense of
stillness and restraint (Berman, 1998, Anderson, 1990; Geertz, 1989) in high status individuals.
Anderson (1990) describes power in individuals as “the ability to maintain a smooth tautness and
to act like a magnet that aligns scattered iron fillings in a patterned field of force” (p. 33). In
traditional conceptualizations of power, a person who is powerful does is not active.
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By stating, “the teacher chooses the group so that they get the active students with the
non-active students together and that will help the ones that are malu” Bu Umu indicates
students who are feeling malu need assistance from active students. Since inactivity is a sign of
high social status, it is possible the high status students are being assisted by the lower status
students. This is congruent with Indonesian cultural norms, in that traditionally, high status
individuals gain power through assistance from lower status individuals (Anderson, 1990).
Englishization of emotion
According to Kachru (2005), Englishization is a term used to describe English language’s
influences on cultures where the dominant language isn’t English. This influence includes
“initiation of ideological changes” (p. 101). English has had a significant influence on
Indonesian culture since Indonesian independence (Musthafa, 2001).
English is not the only language that has influenced contemporary Indonesia, but its
influence has been widespread. Dutch language was taught to elite Javanese during the later part
of the 19th century and was only accessible to a small percentage of the population (Coté, 2014).
However, English language and culture have been replicated throughout the region and are
accessible to most students in the public schools. The ubiquity of English has greatly influenced
Indonesian culture and language (Musthafa, 2001).
Shifting language. It is understood most individuals would not take enough care in their
everyday discourse to make the distinction between a student who “is malu” and a student who
“is momentarily malu,” or “feeling malu.” When Bu Umu (public school teacher) said, “I choose
the group so that I get the active students with the non active students together and that will help
the ones that are malu” she was Englishizing malu. According to the literature, Malu is a
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situational emotional experience (Geertz, 1959; Geertz, 1989; Keeler, 1983) that was reduced to
a fixed state of inactivity when described in English.
It is possible Bu Umu and the public school teachers who echoed her prefer to think of
malu in the classroom as a state of inactivity. Language is not a fixed entity; formal concepts of
proper usage are constantly flux, changing dependent on who is in power at a given moment
(Pennycook, 1994; Matsuda, 2003). In every day interactions appropriate usage and meaning is
often determined by the positionality of interlocutors (Holland, 2001; Wertsch, 1991). For these
reasons, it is important to consider that the transition of malu from a situational experience to
that of a fixed state is the result of the inherent mutability of cultural experiences.
Lost in translation. The act of translating the statement, “siswa malu,” becomes
complicated when we situate language as a context that influences thought and behavior. The
context of the original phrase must be considered simultaneously with the context of the
translated phrase in the target language. This act juxtaposes the two cultural worlds, in this case
Indonesian and English, onto the English phrase. The listener must employ a cultural filter in
both languages in order to approximate meaning. Through this lens, translation becomes
theoretically impossible (House, 2006) in that the reader or listener must have an understanding
of both English and Indonesian languages as well as both cultural contexts in order to glean
meaning. In order to overcome this theoretical obstacle, teachers must have an awareness of
socio-cultural differences between Indonesian and Western cultures. This awareness would
provide them with the opportunity to re-contextualize the words they are choosing so the
language choices are culturally relevant (House, 2006).
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Indonesian is a language with no verb tenses, non-gendered pronouns, formal and
informal constructions, and exhibits the zero copula phenomena. For these reasons, it is
extremely difficult to interpret meaning without understanding the context of the discourse
(Berman, 1998). Allistair Pennycook (2010) states, “what we assume to be background
knowledge or common sense in fact are always ideological representations; that is to say, what
we assume to be common everyday knowledge is in fact always the particular worldview
(ideology) of a particular social group” (p.81). If teachers and students translate words relying on
a deeply contextualized understanding of the social, cultural, and political implications of the
speech act, translation is possible.
Politics of omission. Bu Umu (public school teacher) employed code switching, flipping
between “inactive” and “malu” and using the verb “to-be” when describing malu students. Since
there is no way to accurately express the “to-be” verb in Indonesian, this code-switching could
be perceived as being an appropriate way to fill a gap in the lexical resources of Indonesian. The
filling of this gap in lexical resources is often referred to as “borrowing,” however, that term is
problematic. As Phillipson (1991) states,
“the technical terms ‘borrowing’ and ‘loan words’ are misleading, since speakers of a
language who borrow words from another have no intention of returning anything. The
transaction is purely unidirectional, and reflects the desirability of the product to the
consumer” (p.7).
Bu Umu was borrowing the use of a copula in a unidirectional transaction. But she was
not just borrowing vocabulary, she was borrowing the ideology of the fixed trait. Her disregard
of contextual influence through the addition of the copula is possibly the result of the teachers

97	
   	
  
	
  
holding a deficit hypothesis. This paradigm is dominant in post-colonial Asian countries where
the use of English is considered an indicator of education and modernity (Kachru, 2005).
According to Kachru (2005) the deficit hypothesis “presupposes that borrowing necessarily
entails linguistic ‘gaps’ in the language, the prime motivation for borrowing being to remedy
such linguistic ‘deficit,’ especially in the lexical resources of a language” (p. 103). This
hypothesis is often used to describe the integration of English vocabulary and/or grammatical
structure into a language other than English, usually in the form of code switching. The desire to
borrow from English stems from imperialist views about Western thought and language that
were exported from the West through various forms of colonization (Phillipson, 1992).
According to Pennycook (2010) this way of viewing one categorizing languages as
lacking certain attributes is a “form of cultural determinism that reproduces colonial relations of
self and other” (p. 146). Language learners are complex social actors, and the goal of learning a
new language should be to extend cultural identity to include additional ways of navigating
multiple worlds. This identity should be understood as part of the greater social structures
(Pennycook, 2010).
Politics in the classroom. In Crookes’ (2013) discussion of critical discourse in the EFL
classroom, he points to a necessity for teachers to be aware of how words position us within the
greater social structure (p. 89). When teachers teach a language, they teach more than grammar
and syntax, they teach ways of navigating a different cultural world (Pennycook, 2010). For this
reason, in order to teach effectively and equitably teachers must understand the relationship
between language, cognition, identity, and power in both the target and native languages
(Fairclough, 2010).

98	
   	
  
	
  
Summary
Student participants and private school teachers did not describe malu, however Tara’s
(private school teacher) statement “when you’re malu you just laugh” tells us that people often
laugh when they’re feeling malu. In addition, Siti’s (student) description of Mega as “always
malu” when she saw Mega laughing indicates a relationship between laughter and malu. When
this relationship was addressed, neither Siti nor Tara were talking about an individual, not about
students, it is likely that this relationship exists in a variety of contexts, not just in the classroom
context.
In the context of the classroom, Bu Umu (public school teacher) described malu as a trait
that can be translated to “an inactive student.” This act of assigning traits is influenced by the
Western sense of self which views the individual as an isolated entity situated within the greater
social structure (Geertz, 1974). The emphasis on verbal activity is in line with American early
childhood education (Tobin, 2009) but not necessarily compatible with Javanese patterns of
discourse which emphasizes stillness (Geertz, 1989; Berman, 1998; Anderson, 1990). However,
traditional models of power distribution emphasize the necessity for lower status (active)
individuals to assist higher status (inactive) individuals. In this way, the pairing active students
with inactive students aligns with cultural norms.

What do teachers do about malu?
In the following section we will be looking at the various manifestations of malu in the
classroom and their influences on teacher practice. This exploration will focus heavily on
assessment, and how that looks when malu is present. This section will discuss the parameters of
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assessment as well as the obstacles in assessment, and the way teachers have circumvented these
obstacles.
Assessment
There was consensus among the teachers in the school that “affective skills” were heavily
emphasized in the new curriculum as a way to develop cognitive skills. Previous educational
theories used in the Indonesian curriculums emphasized a strong association between
psychosocial behaviors and cognitive development (Fraser, Aldridge, & Aldophe, 2010). This is
a common idea in Japan and in the Netherlands (Hess & Azuma, 1991; den Brok, Brekelmans, &
Wubbels, 2004), both of which colonized Indonesia within the past 100 years. However, the
teachers discussed this as being a new development, possibly because it had not previously been
part of the assessment process. As Adi said, it is “difficult to assess students' characters whether
they are honest, responsible, discipline, cooperative.” In EFL, it is standard to assess students on
grammar, vocabulary, fluency, and pronunciation (Brown, 2001).
Subjective traits. Bu Adi (gatekeeper/cultural informant) found this shift to be her
biggest problem; teachers are assessing on subjective traits, which is difficult for many teachers
to do without extensive training and well-designed assessment tools (Thomas, 1991). Even with
the assistance of well-designed assessment tools, the teachers in the study spent a short amount
of time with the students. Some teachers spent no more than three hours a week with each class,
and the class I filmed has 29 students. Limited face-to-face time with students will add to the
difficulty of assessing subjective traits (Thomas, 1991).
Conflict and grading. Another difficulty relating to assessment arises from the
discomfort Javanese people feel when they are aware their actions could cause conflict (Geertz,
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1989; Berman, 1998; Anderson, 1990). According to Geertz, (1989) from early childhood,
Javanese are taught, “repression of one’s own desires so as to avoid conflict with the wishes of
others” (p.109). In the context of assessment, teachers’ desires to do their job effectively could
be in direct conflict with any number of people’s wishes. A low grade could cause conflict
between teacher and student, student and parent, teacher and parent, parent and administrator, or
any combination of thereof. This could make it difficult for Javanese teachers to grade students.
Empathy and grading. Teachers would also be aware of the emotional pain a student
could potentially feel if they received a poor grade. A student who is unable to attain knowledge
would be seen as lacking merit, and this lack of merit would cause a sense of shame (Anderson,
1990). The awareness of this shame and potentiality for conflict would potentially activate malu
in the teacher, and the curriculum has been designed to avoid this pain by placing an emphasis on
affective skills. Students who are “caring, cooperative, peace loving, and responsible” are likely
to receive higher grades than students who do not exhibit these traits, no matter how well they
perform on exams.
Developmentally appropriate assessments. Because caring for others, cooperation,
creating harmony, exhibiting obedience, selflessness and respect are all associated with Javanese
adulthood; a student who does not exhibit these traits would be thought to be like a young child
(Geertz, 1989). When a child of five or six exhibits behaviors that are undesirable in adults, the
parent will likely scold or physically punish the child, either privately or in front of others
(Geertz, 1959). Because it is culturally appropriate to punish what are perceived as childish
behaviors exhibited after the age of 5 or 6, teachers would be less likely to be inhibited when
assessing on these behaviors.
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The curriculum has been designed in such a way that assessments circumvent feelings of
malu. High school students are graded on competencies that ideally would have been learned in
the home before students reached school age. The likelihood of high school students not meeting
these assessment standards are fairly low, therefore, they all parties will be able to reach their
goals. Teachers will have high achieving students, students will have good grades, and parents
and school administrators will be satisfied with these results.
Summary
Assessments are an integral component of formal language education (Wright, 2010).
Indonesian assessment practice were designed to circumvent feelings of malu in both teachers
and students. In order to avoid conflict, in the new curriculum, developmentally appropriate
socialization is assessed in lieu of content knowledge.
Adapting the communicative approach
The communicative approach is the language approach used in Indonesian language
acquisition classrooms (Musthafa, 2010). This approach emphasizes language acquisition
through natural communication (Krashen, 1981). It is a flexible approach that can be adapted to
fit various cultural and social contexts (Orem, 1987). In the following section we will be
discussing the ways the teachers in this study adapted the communicative approach in the
presence of malu.
Group work and the communicative approach
When describing the groups of students in the classrooms, most teachers in this study
had a preference for grouping students by ability and temperament. Teachers in the school where
I filmed grouped malu students with active students, so that the active students could keep the
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malu students motivated. Bu Umu told us, “I choose the group so that I get the active students
with the non active students together and that will help the ones that are malu.” The teachers in
the school agreed there was necessity for each group to have one student, a central agent, who
knows the material and can disseminate it to the rest of the students in the group.
Malu as shyness. In Michael Long and Patricia Porter’s (1985) discussion of the positive
effects of group work in EFL classrooms, they note “Many students, especially the shy or
linguistically insecure, experience considerable stress when called upon in the public arena of the
lockstep classroom” (p. 211). Allowing students to work in groups reduces the emphasis on
speech as a performance and encourages students to make mistakes and learn as they speak
(Long & Porter, 1985). If teachers are interpreting malu in the classroom as a fixed trait related
to inactivity, this method of grouping students could alleviate stress for “inactive students.”
Students reported feeling more relaxed working in groups. Teachers noted that students
seemed relaxed in absence of the teacher. The teachers are trained to apply the communicative
approach to language acquisition, which is based largely on the work of Stephen Krashen.
According to Krashen’s findings (1981), language learners acquire language more naturally in
with a balanced monitor, that is, without too much or too little correction. A monitor could be an
external entity such as a teacher or a more knowledgeable other, or it could be an internal system
of self-editing. Students who are comfortable in their environment are less likely to overuse their
internal monitor (Krashen, 1981).
Using the target language. However, in this study, in the absence of a teacher as an
external monitor, the students were rarely speaking in the target language (English). Other than a
few choice phrases (e.g. “Before we go, let’s pray together,” “that is enough,” “be silent,” “ oh
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shit,” and “Miss, can I use the restroom?”), students spoke English only when they were reading
out loud from a book or their phones, or when they were trying to translate a word. In order for
the communicative approach to be effect, students must converse in the target language
(Krashen, 1981). Without the presence of an external monitor, students rarely spoke in the target
language.
Although self-monitoring is a skill required for language acquisition, there is a danger of
over monitoring (Krashen, 1981). According to Krashen (1981), “The monitor overuser refers to
his conscious grammar all the time when using his second language” (p.15). This over
monitoring reduces the number of speech acts performed in the target language (Krashen, 1981).
Krashen’s affective filter hypothesis might help us understand why students relied
heavily on Javanese in the EFL classroom. This hypothesis is one of the foundational theories in
the communicative approach (Terrell, 1991). The affective filter hypothesis states that a student
must have low anxiety, be highly motivated, and have a high level of self-confidence in order to
communicate in the target language.
However, this study did not find any students who articulated a lack of motivation or
confidence, and both students and teachers were in agreement that the students in this study were
more relaxed than usual without a teacher present. Despite this, teachers said students with
desirable English accents are less likely to speak in English lest they be branded arrogant.
Arrogance is seen as the absence of malu and is disrespectful (Geertz, 1989).
Respect and the internal monitor. Students must show malu in order to show respect
(Geertz, 1989). Malu can be interpreted as stage fright (Geertz, 1974), which indicates a lack of
confidence. However, although students may appear to be lacking in confidence, their internal
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experience may be quite different. As Hildred Geertz (1989) states, “for the Javanese, it does not
matter whether a person actually ‘feels’ respectful ‘inside’ or merely acts as if he did” (p.111).
With this in mind, it is reasonable to ascertain students are not speaking in English lest they be
perceived as arrogant or disrespectful. This showing of malu would cause difficulty in the
application of the communicative approach to language acquisition.
Harmony in learning. Students shared their answers with one another in class. This
sharing of information expanded beyond single groups. If the others in the class were in need of
support, the group who had the answer was to share the information with the other groups. When
Sita and Dezi found the answers to their assignment on the internet, they became the champions
of the class.
This way of distributing knowledge is consistent with Anderson’s concept of Javanese
power (1990) in which he describes the distribution of power to be centrally located, much like
when you look at the light emitting from a reflector lamp cast onto a flat surface. The center of
the light is strongest, and that is where the power is concentrated. The light from the center is
disbursed evenly to the surrounding area, becoming weaker as it travels further from the center
(p.36).
Although Javanese power is conceptualized as having a center, the management of power
is similar to the mandala model used to describe geopolitical relations in early Java (Anderson,
1990). Moertono (2009) describes the mandala as “emphasizing the cult of expansion… making
necessary the friendship of the state next to the foe… if a mutual foe should be conquered, the
two allies would become close neighbors” (loc. 5198). It necessarily follows that two neighbors
would then become enemies until the more powerful leader overtakes the least powerful with the
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assistance of a new ally (Moertono, 2009). This method of expansion would theoretically
continue until there is universal peace, with one leader at the helm (Anderson, 1990).
Harmony in the classroom. It is understood that although power is centrally
concentrated, until universal harmony is achieved and one individual is found to be the most
powerful, there can many concentrations of power in a given space. Power is acquired through
friendship with other powerful entities (Anderson, 1990). In the context of the classroom, the
more knowledgeable individuals in the classroom distributed the information amongst
themselves, and then from there, to those in their circle who need assistance. In the classroom
exchange with Sita and Dezi, who found the answers to the assigned task on Wikipedia, power
was indicated by the ability to find answers. The answers were then distributed to the rest of the
class, which solidified Dezi’s and Sita’s status in the classroom as “champions.”
Some teachers recognized the value of grouping students in such a way that
power/knowledge can be distributed throughout the class. This is indicated when they
emphasized the importance of each group to have one student who can find the answers and then
distribute the answers to others. It is their understanding of Javanese power distribution with an
emphasis on cooperation and socialization that indicates malu. With malu, the other becomes an
extension of the self (Keeler, 1983), and therefore the more powerful others within one’s circle,
the more powerful the individual (Anderson, 1990).
Fear and English. Kati did not see the method of grouping friends together in the
classroom as conducive to learning. She preferred to group students randomly to create an
environment where students were required to produce language independently without the help
of their friends. She saw wedi (fear), which Geertz (1989) defines as, “the social sense of
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apprehension of unpleasant consequences of an action” (p.111), to be a driving force in language
production in the target language. Wedi is a fear that Javanese children are first taught to have of
strangers. According to Geertz (1989), wedi is an emotion that is closely related to malu, in that
it is one of the emotional constructs that children are exposed to through early childhood
socialization processes that teaches respect. In this context, Kati sees the activation of wedi in
students as a way to facilitate learning. In this context, Kati is using traditionally valued
emotional responses as a way to encourage learning.
Taboo language
Meanings of words are grounded in the speaker’s world (Sweetser, 1987). According to
Michael Tomasello (2003), as we learn to use language we develop “the ability to culturally
(imitatively) learn the intentional actions of others, including their communicative acts underlain
by communicative intentions” (p. 3). Taboo words such as “shit” in English and “asu” in
Indonesian and Javanese are only taboo because we understand the intention of the words. As Bu
Umu said, “it's the context, it's what you say, it's what's behind the word (that is offensive).” A
word is only as powerful as its meaning.
Both Bu Umu and Bu Sari were explicit in how they would handle that situation if they
were in the class, and both teachers indicated what Bu Sari articulated, “We must teach them a
better way.” In this context she suggests a prayer as an appropriate substitute for a swear. This
implies she understood the Western cultural taboos behind the meaning behind “oh shit,” and
was able to recommend a culturally appropriate way to respond to the situation.
As some of the participants indicated by saying the students learned “shit” from the
movies, it is possible the offending student did not understand the taboo nature of the word in
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English. Bu Ka said, “It's pretty much the same as aduh (oh no) except it's not okay for kids to
say it.” The words are both expletives, and without instruction, cultural information, or
modeling, the non-native speaker would have no way of knowing the word was inappropriate
(Jay, 1992).
In her discussion of obscene words in the EFL classroom Robin-Eliece Mercury (1995)
argues, “obscene expressions can be a veritable gold mine for students of language in their
efforts to study the important nonlinguistic variables that largely figure into people's speech
behavior” (p. 32). She goes on to note that by addressing obscene language as a legitimate form
of communication, students are given the opportunity to explore the appropriate and
inappropriate usages of taboo words and expressions. This exploration

provides a window into cultural influences that inform the use of taboo language (Mercury,
1995).
By not addressing the socio-cultural meanings imbedded in taboo language in
classrooms, and instead “teaching a better way,” Bu Sari is possibly missing an opportunity to, as
Mercury (1995) suggests, “become better informed about the complexities and contradictions of
cursing and what it signifies in [English]” (p. 31). These complexities include Western concepts
of discretion, as well as appropriate behavior in private versus public settings (Jay, 1992).
Students will hear these words in movies and in songs, and as their meanings and usages are
addressed in the classroom they will become more aware of not just the words, but the nonlinguistic practices that influence the use of taboo words (Mercury, 1995). If the use of these
words were to be addressed directly, students would have an opportunity to learn about aspects
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of Western culture that are commoditized in popular media but rarely explored as cultural
artifacts.
Social responsibility of communication
Students described a feeling of relaxation in the teachers’ absence. Teachers also
indicated that students appeared relaxed. Despite their self reported relaxed states, most students
stayed on task in the absence of a teacher. Traditionally, the transition in and out of adolescence
into adulthood is relatively quick in Javanese households. Adulthood is marked at the point when
a child reaches an understanding of malu and appropriate social interactions. Although there is
no benchmark age for this transition, that understanding should be developed before the 15th year
(Geertz, 1989). Today, high school is not compulsory (Angloinfo, 2015), which indicates
adolescents may have social responsibilities outside of the classroom starting in early
adolescence. With these factors in mind, it is reasonable to make the argument that students in
this study may be developmentally considered adults, or at the very least, understand malu and
social responsibility.
One of the responsibilities of a Javanese adult is responsibility to the greater community
(Geertz, 1989). This responsibility extends to participation in communicative practices. As
Berman (1998) found in her study on Javanese narratives, “if participation is the collective
assignment of responsibility… participation in the narratives implies involvement not just in the
speech event, but also in the social consequences reflected in the participant’s words” (p. 137).
Through the act of participation in the assignment, students were working collectively to equally
share the responsibility of the assignment and the consequences of their work.
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Respect and social distance
According to Hildred Geertz (1989) “The important lesson the (Javanese) child must
learn as part of his growing up is how and when to act respectfully… He soon learns that older
people must be respected” (p. 110). Nya described the salim as an appropriate way for students
to show respect to their teachers.
This respect for teachers is taught by encouraging malu in students (Geertz, 1989). By
partaking in the salim, and by asking my permission to use the restroom, students in this study
were performing acts that indicate the appropriate social distance between themselves and adult
in the classroom. The desire to create this social distance is activated by malu (Geertz, 1973).
Mega also created social distance between herself and me by indicating to her peers that
she was malu in my presence. She felt wedi (fear) in my presence. According to Geertz (1989),
“wedi is a fear response, especially to strange things” (p. 112). By indicating that my presence
made her feel malu, she was marking me as an outsider deserving her respect.
Halus speech
It is recommended that EFL classrooms in post-colonial countries gear their assessments
on communicative competence in the target language (Canale, 1983; Canale & Swain,1980) and
avoid focusing on the development of American, British, or Australian accents. The emphasis of
communication in lieu of accents is particular in postcolonial countries because, teachers in this
context often prize accents above communicative competency. This is prescriptivist view of
pronunciation arises from 19th century views of language literacy which were founded in the
practice of colonial expansion in the United Kingdom. According to Pennycook (1994), “there
was… a process of defining the standard spoken form (of English), whose value was defined not
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so much by its uniformity but by the social status of its speakers” (p.116).
In this study, teachers indicated they held this prescriptivist view of pronunciation when
they praised Eko’s accent with no mention of his other communicative abilities. Having an
“authentic accent” is an indication of refinement in that it shows the ability to control one’s
spoken words to imitate those of a native speaker. Refined speech styles among the Javanese
people indicate emotional and behavior self control, which indicates power (Brenner, 1995). One
who has mastered refined speech with little apparent effort is perceived as having the power to
lead others (Brenner, 1995; Anderson, 1990). It is likely the leadership abilities indicated by
Eko’s accent that informed teachers to promote him to class leader.
Speech as a social responsibility
The new curriculum does not emphasize accents, but instead the use of motor skills. In
this context, motor skills are indicated by students’ ability to produce speech in any language,
not just the target language. According to Berman (1998), participation in speech acts is a form
of responsible agency. She describes responsible agency in the Javanese cultural matrix as
highlighting “the refined performance elements of publicly spoken words” (p. 137). Through
spoken word interlocutors share the responsibility of constructing meaning and navigating social
relationships, which places an emphasis on the multivocalic spoken forms of communication
(Berman, 1998).
Responsible agency is a form of agency based in cultural models of selfhood, where the
individual expressions of free will are enacted for the benefit of the group (Meyer & Jepperson,
2000). This concept relies heavily on the notion that the individual actor is part of a greater
whole, which contrasts with the Western concept of personhood. According to Clifford Geertz
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(1974), “The Western conception of the person [is] a bounded, unique, more or less intergraded
motivational and cognitive universe, a dynamic center of awareness, emotion, judgment, and
action organized into a distinctive whole” (p. 59).
This reliance on a combination of self and others create meaning develops an additional
social layer to the performativity of the speech act, one where the social self is blended with the
individual self. This blending of social self and individual self is both a source and a byproduct
of malu in that when one is malu one feels a responsibility for the other, and that through that
responsibility, one feels malu (Keeler, 1983).
Since the refined use of language is an indicator of power, and according to Anderson
(1990), “(power) simply exists, and is not the product of organization, wealth, weapons, or
anything else” it does not matter what language students use, as long as they use it well. The act
of speaking in Javanese or in Indonesian signifies equal power as speaking in English.
Although this practice of speaking mainly in Javanese in an EFL classroom is
incongruous with the preferred application of the communicative approach (Musthafa, 2001), it
makes the political statement that one gains power through their ability to communicate, not
through their ability to communicate in English (Pennycook, 2007; Phillipson, 1992).
General language production and assessment. The emphasis on general production of
language (in contrast to language production in English) makes it easier for teachers to assess
students’ communication abilities. Teachers do not have to be proficient in the content in order to
determine whether or not students are communicating, which means the likelihood of teacher
error in assessment is greatly decreased. The increased margin of error for assessments creates a
greater likelihood for harmony between teachers and students, and teachers and administrators,
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however it indicates a problem in Indonesian EFL, specifically in that teachers themselves are
not comfortable with their own EFL proficiency (Musthafa, 2001).
Because the “motor skills” portion of the curriculum focuses on communication, not
English language production, there is an internal mechanism in place that forces high performing
students to meet the modesty requirements of the curriculum’s assessments. If one student, such
as Eko, has what is considered an exceptional English speaking ability, has to communicate
effectively with all of his peers, he is going to have to avoid using English. If Eko remains quiet
in classes, helps his peers, speaks only Javanese, yet performs well on tests, he will meet all of
the assessment requirements of curriculum 13. He will be exhibiting malu by being modest
(Geertz, 1989; Shweder, 2003). He will also be displaying the leadership qualities that indicate a
halus individual, including quiet speech and the dissemination of goods or services through the
act of sharing correct answers(Anderson, 1990).
Concluding remarks
The Indonesian EFL classroom is a place of dynamic syncretism, a melding of cultural
and linguistic traditions from around the world. The use of bahasa campur in the classroom
combines Javanese, Malaysian, Dutch, English, and Arabic languages. Gestures such as the
salim and the prayer are Javanese expressions of respect for authority and tradition. The
expression of “Oh Shit!” may have been a way to act out or show off, however the word “shit” is
an English word. The clothing the students wore, batik, is a symbol of Indonesian nationalism.
The books are in English, written by an Indonesian educated in the U.S. The students were able
to use their phones to help their friends, an act that melds traditional social practices of
distribution with 21st century technology.
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On the surface, there is nothing homogeneous about the Indonesian EFL classroom we
visited, however all students worked as a unit to create a complex and stratified pattern of
activity for the sole purpose of completing the day’s coursework in the teacher’s absence. These
patterns of interaction were choreographed by the cultural norms and values to which the
participants are familiar to create a dance that is seemingly as chaotic and refined as a traditional
dance. According to the teachers, there was only one student who missteped, and that student
was the nameless, faceless voice that shouted a swear word. To that, one teacher spoke, “we
must teach them a better way.” It isn’t the dancer’s fault for being out of line if the
choreographer didn’t teach the dancers the steps. In the same way, it is the responsibility of
authority figures in the classroom to ensure the students know how to behave.
The power of English
The students in this study were learning English, a language that is believed to be a
language of power (Phillipson, 1992; Pennycook, 2010; Anderson, 2006). The power of English
stems from the British Empire’s exportation of the language as a way to retain control of their
colonial interests (Winchester, 2003; Pennycook, 2007; Pennycook; 2010) The act of learning
English in Indonesia is a political act that reinforces the colonial power structures that have been
in place since the archipelago was first colonized in the 1500’s (Phillipson, 1992).
EFL teaching is considered a neo-colonial act, one that rarely considers the social,
cultural, and political implications of learning English (Phillipson, 1992). However, if we simply
agree to not teach EFL because of the greater implications, we are denying speakers of various
languages access to knowledge, and by doing so, we are denying them access to power. The
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restriction of access to power is also a neo-colonial act. As educators, we become paralyzed in
the face of this dilemma (Pennycook, 2010).
For many, the application of the communicative approach EFL has become a
compromise in the face of the power differentials that are inherent in English language teaching
(Orem, 1987; Crookes, 2013). However, it is an approach that has been most effective for
English language acquisition in Western classrooms, and is not necessarily as effective in
Southeast Asian classrooms (Veit, 2008; Musthafa, 2010).
The arrogance of English
Previous studies on EFL in Southeast Asia have indicated teachers and students are
reticent to speak in English (Veit, 2008; Musthafa, 2010). As we have seen in this study, students
were not speaking in the target language in the class. English teachers in the school where I
filmed rarely used English. Teachers from the private school, who preferred to speak English in
the focus group, suggested that in order to speak English, students had to feel disconnected from
the group. Teachers indicated that students who spoke English well might be perceived as
arrogant by their peers. These findings, combined with the Indonesian way of identifying the self
within the frame of a group as opposed to by trait (Nakane, 1970) and a fear of being perceived
as arrogant (Geertz, 1989) indicates the communicative approach would need to be either
abandoned or adapted to be culturally congruent.
At the foundation of the communicative approach there is the idea that additional
languages should be acquired naturally, as language is acquired in the home (Krashen, 1981). As
stated by Tharp and Gallimore (1988), “adults do not teach language intentionally. Instead, they
are concerned with understanding the child and tailoring responses to the child’s level” (p. 95).
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This would indicate that natural discourse used in the home should be replicated in the
classroom. In the Javanese home, there is a heavy emphasis on group narrative, where one
person tells a story, and others add to the story (Berman, 1998). If this type of discourse were to
be reproduced in the classroom, it would align with cultural norms and students may feel more
comfortable speaking in English. Because the responsibility of the communicative act would be
shared, students may feel less arrogant when speaking English.
Classroom materials
According to Barbara Rogoff (2003) Western schooling emphasizes taxonomic
categories, “for example, putting animals in one group, food items in another, and implements in
another. However, adults in many communities sort items into functional groups, such as putting
a hoe with a potato because a hoe is used to dig up a potato” (p.242). For non-native speakers, an
exercise such as the jumble word students were asked to work on in class requires words to be
correctly categorized based on type, and then organized based on chronology, cause and effect,
or classification (Aditya, 2015). A student whose previous schooling does not emphasize
taxonomic categories might find this exercise difficult.
By including local teachers, researchers, administrators, and parents in the development
of class materials, Indonesian educators may be able to design lessons that are congruous with
cultural norms (Lubomudrov, 2001; Tharp & Gallimore, 1988; Jordan, 1985). This learning
community would be most effective if collaboration was an ongoing process (Turkanis, Bartlett,
& Rogoff), and would have to be designed in a way that is congruent with social norms of the
community (Tharp & Gallimore, 1988).
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It is important to involve the whole community in the process of designing culturally
appropriate materials for students. The power differential in EFL teaching has often been tipped
in the direction of Western theories of teaching and learning (Crookes, 2013). It is time to create
better way, one that involves the voices of the community.
The power of the community
This study aimed to learn how Indonesian teachers are experiencing malu in the
classroom as a way to, as Joseph Tobin (1989) states “if not to reverse, at least to ameliorate
some… traditional power inequities of educational and anthropological scholarship” (p. 173). It
does this by providing a venue where the teachers, educators, and students themselves are
provided with the opportunity to guide us through the culturally grounded emotional experiences
in the classroom. With their assistance, we gained a glimpse into a cultural world that is so
normative that none of the participants indicated surprise by anything they witnessed. Through
this experience, my goal is to create a glimpse of a world many ELs experience abroad.
Implications for further research
During colonial times, the Dutch situated their main centers for commerce and trade on
Java (Gouda, 1995). Java continues to be the center of power in Indonesia (Anderson, 1990). The
Javanese people are the ethnic majority in Indonesia, however, they only make up approximately
40% of the national population. There are 375 other ethnic groups that were reported during the
2010 national census (Ananta et. al., 2013).
There are over 700 spoken languages in Indonesia and many Indonesians are bilingual or
trilingual (M. Lewis, G. Simons & C. Fennig (Eds.), 2013). Without exploring the manifestations
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of malu in other Indonesian cultures and during the acquisition of languages other than English,
it is impossible to understand the relationship between malu and language acquisition. Further
research is needed in this area.
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APPENDIX A
RECRUITMENT SCRIPTS
School recruiting
Recruiting for school participants will take place during an event for the school
community. “The school community” in this context is comprised of any community
members who have an interest in school events. Culturally appropriate snacks and tea
will be served. An interpreter will be present during this event, and will be provided with
this script at least twenty-four hours before the event. The event will be held at a location
to be determined by the school administration. Individuals will be notified of this event in
a culturally appropriate way, the teacher will tell the students about the event and the
students will bring their families.
Once the teacher informs me that all of her students have arrived, I will say
culturally appropriate greetings and then read a script to them. After the script has been
read, I will open the floor to questions and then close the discussion. After the discussion
has been closed, I will make myself available to parents, students, and members of the
school community to distribute and collect informed consent, parental consent, student
assent forms, and media release forms as appropriate. If anyone has any additional
questions about the study, I will be available to answer them during this process.
Media release script
I am a graduate student at Northern Illinois University in the United States and I
used to be an EFL teacher in Indonesia. If you are in Ms. (teacher’s name)’s class, I will
be spending some time with you in your classroom making a short video. This video is of
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a typical day in your class, but the video itself is not the information I am looking for.
I will show the video to people who are helping me with my study and ask them
questions about what is happening in the classroom as you learn English. I would be
very honored if you would participate. The people who see the video and answer
questions will be EFL students, teachers, teachers of teachers, and experts. Video
recordings of your classroom may be shown to community members or outside experts.
If you would like to participate, I’m going to ask you to sign one of these forms (NIU
media release form). So, if you are willing to be filmed, please see me or your teacher to
sign one of these forms that gives me permission to make this video. If you are under 18
years old, your parents will need to sign them for you as well. If you have any questions,
I will be here to answer them for you.
Focus group participants
Focus group participants have been/will be recruited based on their experience or
expertise in Indonesian culture or EFL. Some participants have already been recruited
during casual correspondence. Additional participants will be recruited using the
snowball-sampling technique contacted using individuals in my social and professional
networks as gatekeepers.
Before I begin collecting data, I will read the following script to participants
before I distribute the informed consent/assent letters (as appropriate). If students are
minors, the script will be adapted to include “you or your child” when addressing both
the parents and the minor.
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Script. I am a graduate student from Northern Illinois University in the
United States. I would like you to participate in my study. It’s a study on Indonesian
culture in the EFL classroom. The purpose is to improve the quality of Indonesian EFL
education. If you choose to participate, I will show you a 20 minute film which was made
in a typical Indonesian English class. You will be asked to describe and discuss what you
see in this video. This will not take more than 2 hours.
I want you to be aware that your participation is voluntary and may be withdrawn
at any time without penalty or prejudice, and that if you have any additional questions
concerning this study, you may contact me at fpase@niu.edu or my faculty advisor, Dr.
Hidetada Shimizu at shimizu@niu.edu. I want you to understand that if you wish further
information regarding your rights as a research subject, you may contact the Office of
Research Compliance at Northern Illinois University.
The intended benefits of this study include improving the teacher education in
Indonesia, as well as to add to the body of research about Indonesian culture. The
potential risks you could experience during this study are minimal, and could include
feeling a little bit shy. All information gathered during this study will be kept
confidential, but I cannot promise that your friends in the focus group will not talk about
what we discuss. All reports of the focus group will not contain identifying information.
Your ascent to participate in this project does not constitute a waiver of any legal rights
or redress.
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APPENDIX B
INFORMED CONSENT/PARENTAL CONSENT /STUDENT ASSENT/MEDIA
RELEASE FORM
Informed Consent
I agree to participate in the research project titled Malu in the Classrooms being conducted by Ms.
Francesca Pase, a masters student in the Department of Leadership, Educational Psychology, and
Foundations at Northern Illinois University in the United States. I have been informed that the purpose of
the project is to study the potential relationship between malu and English as a foreign language teaching
and learning.
I understand that if I agree to participate in this study, Ms. Pase will ask me to participate in a focus group.
This focus group will take approximately two hours, and will be held at a mutually agreed upon time and
location. During this focus group I will be asked to watch a 20-minute video recording of a typical day in
an English as a foreign language classroom that was filmed in Indonesia. I will be asked to describe and
discuss with other members of the focus group what I see in this video. I will be asked questions related to
the video (e.g. “What was happening here?”) and may be asked questions about my experiences with
English language classrooms or Indonesian culture as they relate to the video. The focus group will be
conducted in my heritage language with the assistance of a qualified interpreter if an interpreter is
appropriate. I understand the focus group will be audio recorded.
I am aware that my participation is voluntary and may be withdrawn at any time without penalty or
prejudice, and that if I have any additional questions concerning this study, I may contact Francesca Pase at
fpase@niu.edu or her faculty advisor, Dr. Hidetada Shimizu at shimizu@niu.edu. I understand that if I wish
further information regarding my rights as a research subject, I may contact the Office of Research
Compliance at Northern Illinois University at 1+(815) 753-8588.
I understand that the intended benefits of this study include improving the teacher education in Indonesia,
as well as add to the body of research about Indonesian culture. I have been informed that potential risks
and/or discomforts I could experience during this study are minimal, and could potentially include mild
feelings of shyness.
I understand that all information gathered during this study will be kept confidential. I also understand that,
when participating in a focus group, confidentiality among the members of the group cannot be guaranteed.
All reports of focus groups will not contain identifying information.
I understand that my consent to participate in this project does not constitute a waiver of any legal rights or
redress I might have as a result of my participation, and I acknowledge that I have received a copy of this
consent form.
Signature of Participant

Date
I agree to be audio recorded.

_____________________________________
Signature/Date
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Parental Consent
I agree to allow my child _____________________ to participate the research project titled Malu in the
Classrooms being conducted by Ms. Francesca Pase, a graduate student in the Department of Leadership,
Educational Psychology, and Foundations at Northern Illinois University in the United States of America. I
have been informed that the purpose of the project is to study the potential relationship between malu and
English as a foreign language teaching and learning.
I understand that if I agree to permit my child participate in this study, he or she will be asked participate in
a focus group which will be held during a mutually agreed upon time at the school my child attends. This
focus group will last approximately two hours. During this time, my child will be asked to watch a 20minute video of his or her English classroom, which was filmed on a typical day. My child will be asked to
discuss and describe the events in the video. He or she will be asked questions related to the video (e.g.
“What was happening here?”) and may be asked questions about my experiences with English language
classrooms as they relate to the video. The focus group will be conducted in my child’s heritage language,
with the help of a qualified interpreter. The focus group will be audio recorded.
I am aware that my child’s participation is voluntary and may be withdrawn at any time without penalty or
prejudice, and that if I have any additional questions concerning this study, I may contact Francesca Pase at
fpase@niu.edu or her faculty advisor, Dr. Hidetada Shimizu at shimizu@niu.edu. I understand that if I
wish further information regarding my rights as a research subject, I may contact the Office of Research
Compliance at Northern Illinois University at 1+(815) 753-8588. My child will be asked to sign an assent
form, and be informed of his or her rights as they are stated on this document.
I understand that the intended benefits of this study include improving the teacher education in Indonesia,
as well as add to the body of research about Indonesian culture. I have been informed that potential risks
and/or discomforts my child could experience during this study are minimal, and could potentially include
my child feeling mild shyness.
I understand that all information gathered during this study will be kept confidential. I also understand that,
when participating in a focus group, confidentiality among the members of the group cannot be guaranteed.
All reports of focus groups will not contain identifying information.
I understand that my consent to allow my child to participate in this project does not constitute a waiver of
any legal rights or redress I might have as a result of my participation, and I acknowledge that I have
received a copy of this consent form.
Signature of Participant

Signature of Parent or guardian Date
I agree to allow my child to be audio taped.
_______________________________________________
Signature
Date
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Informed Assent

I agree to participate in the research project titled Malu in the Classrooms being conducted by Ms.
Francesca Pase, a masters student in the Department of Leadership, Educational Psychology, and
Foundations Northern Illinois University in the United States of America. I have been informed that the
purpose of the project is to study the potential relationship between malu and English as a foreign language
teaching and learning. No portion of this study is designed to evaluate my performance as a student.
I understand that if I agree to participate in this study, I will be asked participate in a focus group. This
focus group will meet at my school during a time deemed appropriate by my parents and school personnel.
This focus group will last approximately two hours. During this time, I will be asked to watch a 20-minute
video of my English classroom, which was filmed on a typical day. I will be asked to discuss and describe
the events in the video. I will be asked questions related to the video (e.g. “What was happening here?”)
and may be asked questions about my experiences with English language classrooms as they relate to the
video. The focus group will be conducted in my heritage language, with the help of a qualified interpreter.
The focus group will be audio recorded.
I am aware that my participation is voluntary and may be withdrawn at any time without penalty or
prejudice, and that if I have any additional questions concerning this study, I may contact Francesca Pase at
fpase@niu.edu or her faculty advisor, Dr. Hidetada Shimizu at shimizu@niu.edu. I understand that if I wish
further information regarding my rights as a research subject, I may contact the Office of Research
Compliance at Northern Illinois University at 1+(815) 753-8588.
I understand that the intended benefits of this study include improving the teacher
education in Indonesia, as well as add to the body of research about Indonesian culture. I have been
informed that potential risks and/or discomforts I could experience during this study are minimal and could
potentially include causing me to feel mild shyness.
I understand that all information gathered during this study will be kept confidential. I also understand that,
when participating in a focus group, confidentiality among the members of the group cannot be guaranteed.
All reports of focus groups will not contain identifying information.
I understand that my ascent to participate in this project does not constitute a waiver of any legal rights or
redress I might have as a result of my participation, and I acknowledge that I have received a copy of this
assent form.
Signature of Participant

Date

I agree to be audio recorded

____________________________________
Signature
Date
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Release Form

Production Title: Malu in Schools
I
, the undersigned, authorize the staff of
Northern
Illinois University (NIU), NIU Media Services and affiliate departments and
organizations to record, film and videotape my voice and image and to photograph
my person.
I further authorize Northern Illinois University to use, televise, and publish (in print or
on the Internet) such voice and image recordings and photographs for any purpose
which Northern Illinois University deems suitable. I understand that Northern Illinois
University intends to advertise, market, sell and distribute the above-named
production, and I hereby release any and all interest which I have or may hereafter
acquire in any proceeds from such sale or distribution of said production. I agree that
no representations have been made regarding the purpose or use of my voice or image
except those set forth in this release.
In consideration of participating in the media production described herein, I do for
myself, my heirs, executor, administrators, legal representatives and assigns release
and forever discharge the Board of Trustees, NIU, NIU Media Services, and their
officers, agents, and employees and all other persons connected with the named
production from any and every claim, demand, action, in law or equity that may arise
as a result of my participation in the production named in this release.
I further state that I have carefully read the terms of this release. I understand that I am
signing a complete release and bar to any claim resulting from my participation in the
production named in this release.

Signature of Participant

Witness

Date

Signature of authorized
person when Participant is a
minor or otherwise unable to
sign in his or her own behalf
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APPENDIX C
FOCUS GROUP PROTOCOL

The focus groups will take place over the period of two hours at a mutually
agreed upon location. An interpreter will be present if appropriate. Before the focus
group begins, the researcher will explain the study, telling the participants that they will
be asked a series of questions about a video they will watch. They will be told about the
content of the video in advance, explaining that it was recorded in a high school EFL
classroom in Indonesia. It will be explained that their participation is voluntary and they
may feel free to leave at any time. The researcher will also explain that their real names
will not be used in the study, and that they may choose a pseudonym if they prefer to do
so themselves. The researcher will answer any questions related to the study. If
participants have not yet signed the informed consent letter in their heritage language,
they will be asked to do so at this time.
Participants will be asked to watch a twenty-minute video of classroom
interactions, which were recorded on a typical day in an Indonesian high school EFL
classroom. The recorded interactions may contain behaviors that would indicate to shifts
in the classroom power dynamic, indications of malu (shame), respect or disrespect,
halus (polite) or kasar (rude) behaviors. Halus behaviors may include: quiet speech,
economy of physical activity, deference to others to avoid disagreement, ambiguous
language (e.g. non-normative use of passive voice while speaking), or reluctance or
refusal to participate in lessons that require kasar behaviors. Kasar behaviors may
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include: loud speech, unrestricted physical activity, expressions suggesting
conflicting views (e.g. “I disagree), or expressions of desire or eagerness (e.g. “I
want…”).
During each focus group, I will ask one participant to give a running commentary
on the video. The interviewer will not interrupt the video by asking questions, but will
pause the video if participants wish to talk elaborate on a topic. During this stage
questions will be probing in nature, designed to encourage participants to explore a topic
more deeply or to direct them back to the topic. Questions may include phrases such as:
•

Can you tell me more about that?

•

Have you experienced something similar? If so, how was it similar?

•

Have your experiences been different? If so, how have they been
different?

•

Did that surprise you? Why or why not?

Once we have completed the video, I will continue with open-ended and probing
questions, reviewing the video when appropriate. The questions will be related to the
video. Some of the language may be ambiguous as a way to avoid direct questions or
conflict, which may be culturally appropriate for some participants. Some example
questions are:
•

Did this video appear typical?
o If so, what about it was typical?
o If not, what about it was atypical?

•

What was happening in the video?
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•

Was there a part of the video you liked?

•

Was there a part of the video you didn’t like?

•

What was happening here? (Referring to a point in the video)

•

Why did the teacher/student do that? (Referring to a point on the video)

•

If this teacher/student was your friend/student what advice would you give
them? (Referring to a point on the video)

•

Have you seen something like this happen before? (Referring to a point on
the video)

After participants have had a chance to watch the video and respond to the
questions or after a period of two hours has passed they will be given time to ask any
questions not related to the study. This concludes the interview.

	
  

APPENDIX	
  D	
  
CURRICULUM	
  13	
  REQUIREMENTS	
  

146	
  

APPENDIX	
  D	
  
CURRICULUM	
  13	
  REQUIRMENTS	
  

Mata	
  Pelajaran	
  
-‐-‐-‐	
  WAJIB	
  Kelas	
  
Kompetensi	
  Inti	
  

	
   :	
  	
  BAHASA	
  INGGRIS	
  
:	
  	
  X	
  
:	
  

KI	
  1	
  	
  :	
  Menghayati	
  dan	
  mengamalkan	
   ajaran	
  agama	
  yang	
  dianutnya	
  
KI	
  2	
  :	
  Menghayati	
  dan	
  mengamalkan	
  perilaku	
  jujur,	
  disiplin,	
  tanggungjawab,	
  peduli	
  
(gotong	
   royong,	
   	
   	
   kerjasama,	
   	
   	
   toleran,	
   	
   	
   damai),	
   	
   	
   	
   	
   	
   	
   santun,	
   	
   	
   responsif	
   	
   	
   dan	
  
pro-‐-‐-‐aktif	
   	
   	
   	
   	
   	
   	
   dan	
   menunjukkan	
   sikap	
   sebagai	
   bagian	
   dari	
   solusi	
   atas	
  
berbagai	
   permasalahan	
   	
   dalam	
   berinteraksi	
   	
   	
   secara	
   	
   	
   efektif	
   	
   	
   dengan	
  
lingkungan	
   	
   	
   sosial	
   	
   	
   dan	
   	
   	
   alam	
   	
   	
   serta	
   	
   	
   dalam	
   menempatkan	
   diri	
   sebagai	
  
cerminan	
  bangsa	
  dalam	
  pergaulan	
  dunia	
  
KI	
   3	
   :	
   Memahami,	
   menerapkan,	
   menganalisis	
   pengetahuan	
   faktual,	
   konseptual,	
  
prosedural	
   berdasarkan	
   rasa	
   ingin	
   tahunya	
   tentang	
   ilmu	
   pengetahuan,	
  
teknologi,	
   seni,	
   budaya,	
   dan	
   humaniora	
   dengan	
   wawasan	
   kemanusiaan,	
  	
  
kebangsaan,	
   kenegaraan,	
   dan	
   peradaban	
   terkait	
   penyebab	
   fenomena	
   dan	
  
kejadian,	
   serta	
   menerapkan	
   pengetahuan	
   prosedural	
   	
   pada	
   	
   bidang	
   	
   kajian	
  	
  
yang	
   	
   spesifik	
   	
   sesuai	
   	
   dengan	
   	
   bakat	
   	
   dan	
   	
   minatnya	
   untuk	
   memecahkan	
  
masalah.	
  
KI	
  4	
  	
  :	
  	
  Mengolah,	
  menalar,	
  	
  dan	
  menyaji	
   dalam	
  ranah	
  konkret	
  dan	
  ranah	
  
abstrak	
  terkait	
  dengan	
  pengembangan	
  dari	
  yang	
  dipelajarinya	
  di	
  
sekolah	
  secara	
  mandiri,	
  dan	
  mampu	
  	
  menggunakan	
  metoda	
  sesuai	
  
kaidah	
  keilmuan	
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APPENDIX	
  E	
  
LESSON	
  PLAN	
  

TEACHING	
  SPEAKING	
  OF	
  DESCRIPTIVE	
  TEXT	
  TO	
  SMA	
  STUDENTS	
  OF	
  GRADE	
  X	
  

Standard	
  of	
  Competence	
  

:	
  

To	
  express	
  meaning	
  in	
  the	
  text	
  of	
  functional	
  and	
  simple	
  monologue	
  in	
  
the	
  form	
  of	
  narrative,	
  descriptive,	
  and	
  news	
  item	
  in	
  daily	
  life	
  context	
  

Basic	
  Competence	
   :	
  
To	
  express	
  meaning	
  in	
  the	
  text	
  of	
  simple	
  monologue	
  using	
  spoken	
  
language	
  accurately	
  and	
  fluently,	
  and	
  is	
  acceptable	
  in	
  daily	
  life	
  
context	
  in	
  the	
  form	
  of	
  narrrrative,	
  descriptive,	
  and	
  news	
  item	
  

Indicators	
  

:	
  

IZ	
  	
   Using	
  simple	
  present	
  tense	
  in	
  describing	
  people	
  
IZ	
  	
   Using	
  adjectives	
  in	
  describing	
  people	
  

Debby	
  Putti	
  is	
  a	
  model	
  from	
  Surabaya.	
  Now	
  she	
  is	
  a	
  student	
  of	
  State	
  Senior	
  High.	
  
	
  
School	
  71	
  Surabaya.	
  Debby	
  is	
  the	
  first	
  daughter	
  of	
  Mr.	
  Fajar	
  Putti	
  and	
  Mrs.	
  Ana	
  Karaeng.	
  	
  
Debby	
  is	
  brown	
  –skinned.	
  She	
  is	
  tall	
  and	
  slender.	
  She	
  is	
  17	
  years	
  old.	
  

149	
  

Debby	
  has	
  
wavy,	
  short,	
  black	
  hair,	
  a	
  pointed	
  nose	
  and	
  rather	
  big	
  ears.	
  Her	
  
face	
  is	
  oval	
  and	
  her	
  cheeks	
  are	
  dimpled	
  when	
  she	
  smiles.	
  

Debby	
  is	
  a	
  cheerful	
  and	
  friendly	
  girl.	
  Everybody	
  likes	
  her	
  because	
  she	
  is	
  
a	
  
humorous	
  and	
  creative	
  girl.	
  She	
  gets	
  on	
  well	
  with	
  other	
  
people	
  and	
  she	
  never	
  forces	
  her	
  opinion	
  on	
  others.	
  But	
  
sometimes	
  Debby	
  is	
  short-‐-‐-‐tempered	
  when	
  she	
  loses	
  her	
  
personal	
  things.	
  
Her	
  hobbies	
  are	
  cooking	
  Japanese	
  food,	
  shopping	
  and	
  singing.	
  Debby	
  has	
  
a	
  
beautiful	
  voice	
  and	
  her	
  favorite	
  singer	
  is	
  Kris	
  Dayanti.	
  

V.	
  	
  Learning	
  
steps	
  

:	
  

a. Pre-‐-‐-‐teaching
IZ	
  	
  	
   Teacher	
  greets	
  and	
  checks	
  students	
  presence	
  
IZ	
  	
  	
   Teacher	
  leads	
  the	
  students	
  to	
  the	
  material	
  by	
  giving	
  some	
  questions	
  
Do	
  you	
  have	
  a	
  favorite	
  
person/	
  idol?	
  What	
  
does	
  he/she	
  look	
  like?	
  Is	
  
she	
  beautiful?	
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b.	
  Whilst	
  teaching	
  
IZ	
  	
   Teacher	
  shows	
  a	
  text	
  and	
  asks	
  students	
  to	
  read	
  it.	
  
IZ	
  	
   Students	
  are	
  given	
  some	
  questions	
  about	
  the	
  content	
  of	
  the	
  text	
  orally	
  
IZ	
  	
   Teacher	
  explains	
  the	
  generic	
  structure	
  and	
  language	
  features	
  of	
  the	
  text	
  

	
  

	
  

IZ	
  	
   Students	
  practice	
  describing	
  people	
  based	
  on	
  the	
  picture	
  and	
  clues	
  given	
  
IZ	
  	
   In	
  pairs,	
  students	
  describe	
  someone	
  (their	
  family,	
  idols,	
  etc)	
  
by	
  having	
  question	
  and	
  answer	
  session	
  

	
  
	
  
	
  

	
  
	
  

	
  

	
  
	
  
	
  
	
  
	
  
	
  
	
  

	
  

IZ	
  	
   Students	
  describe	
  someone	
  in	
  front	
  of	
  the	
  class	
  individually	
  

c.	
  Post	
  teaching	
  
IZ	
  	
   Teacher	
  gives	
  feedback	
  to	
  the	
  students’	
  performance	
  
IZ	
  	
   Students	
  conclude	
  the	
  material	
  that	
  has	
  been	
  learnt	
  guided	
  by	
  teacher	
  
IZ	
  	
   Teacher	
  ends	
  the	
  lesson	
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